Basic English 1102 A Teaching Guide Department of Education by unknown
I 
Government of Newfoundland and Labrador 
Department of Education 
Division of Program Development 
.. 
ANGUAGE ARTS .. 
Authorized by the Minister 
- .. 
.. ... _. 
~ .. ) • I' I ~ I I 
·-
" ' . / .. 
·'· 
~ .. 
.. ... , 
\ 
ACKNOWLEDGEMENTS 
The Department of Education wishes 
to thank the members of the Senior High 
English Curriculum Committee for 
developing the guide 
Barbara Bartlett 
Teacher 
St. Clare's Central High School 
Carbon ear 
Robert Dawe 
Program Coordinator 
Avalon Consolidated School Board 
St. John's 
Bon Fagan 
Assistant Superintendent 
Placentia-St. Mary's R. C. School Board 
Placentia 
Edward Jones, Chair 
Education Consultant, English 
Department of Education 
Robert Parsons 
Retired Teacher 
Spaniard's Bay 
• • 
1 
Susan Tilley 
Program Coordinator 
Conception Bay Centre R. C. School 
Board 
Avondale 
John Walsh 
Teacher 
Brother Rice High School 
St. John's 
The Department would also like to 
thank the many teachers who piloted 
materials for Basic English 1102, and the 
many program coordinators who offered 
comments and suggestions; as well, 
appreciation is extended to 
Bernadine Brennan 
Secretary 
Department of Education 
TABLE OF CONTENTS 
PAGE 
• • • • • 0 • • • 0 • • • • • 0 • • 0 • • • • • • • • • • • • • • • • • • 0 0 1 
WHO'S THERE? WHO'S WHO? • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • 2 
TEXT RESOURCES . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 3 
ST A TE11ENT OF PURPOSE . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 5 
OBJECTIVES • • • • • • • • • • • • • • • • • • • 0 • • • • • • • • • • • • • • • • • • • • • • • • 7 
PHILOSOPHY: READING AND WRITING AS A LANGUAGE • • • • • • • • • • • 9 
A Holistic View . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 9 
Reading and Writing As Language . . . . . . . . . . . . . . . . . . . . . . . . . . . . 9 
An Environment for Literacy Development . . . . . . . . . . . . . . . . . . . . . . . 12 
AN OBSERVATIONAL APPROACH TO ASSESSING 
READING AND WRITING . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 16 
Observing Students' Writing 
Observing Students' Reading 
• • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • 
• • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • 
A PROCESS APPROACH IN TEACHING READING • • • • • • • • • • • • • • • • • • 
16 
17 
20 
Parallel With Writing . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 21 
Pre-Reading . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 21 
In-Process Reading (Responding and Building Meaning) . . . . . . . . . . . . . . . 24 
Post-Reading (Extending and Enriching) . . . . . . . . . . . . . . . . . . . . . . . . . 26 
WRITING INSTRUCTION 
• • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • 28 
Introduction and Objectives . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 28 
Some Writing Principles for Helping Reluctant Writers . . . . . . . . . . . . . . . 28 
The Writing Process . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 31 
ORAL COMMUNICATION • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • 
0 bjecti ves . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Group Work - Advantages . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Initiating Small Group Work . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
The Group Task . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Group Roles 
• • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • 
• • 
11 
39 
40 
40 
41 
42 
43 
Activity • • • • • • • • • • • • • • • • • • • • • • • • • • • 0 • 0 • • • • • 0 • • • 0 • • • • • 
F ·u . ac1 taung . . . . . . . . . . . . . . . . . . . . . . .· . . . . . . . . . . . . . . . . . . . . . 
Evaluating Group Experiences o • • • • • • • • • • • • • • • • • • • • • o o o • • o • • o • 
Feedback . . . o o • • • e • • o o o • • • • .. • o • • • • • • • • • e • • • • o • • .. • • • • • • 
The Students' Role . . . . . . . . . . . . . . . . . . . . . . . . .. . . . . . . . . .. . . . . . 
ACROSS THE CURRICULUM CONCERNS ....................... . . 
Oilier Subjects . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
A Plan for Writing Across the Curriculum • • • • • • • • • • • • • • • • • • • • • • • 
Other Concerns • • • • • • • • • • • • • • • • • • • • • • • • 0 • • • • • • • • • • • • • • • 
Study Skills 
• • • • • • • • • • • • • • • e • o • • o • • • • • e • • • • • • • • • • • • • • 
Uaming Skills . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Time Management . . . . . . . . . 0 • • • • • • • • • • • • • • o • • • • • • • • • • • • 
Exams . . . . . . . . . . . . . . . . o • • • • • • • • • • • • • • • o • • • • • • • • • • • 
Questioning and Answering . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Making Notes . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
USING SCHOLASTIC SCOPE MAGAZINE . . . . . . . . . . . . . . . . . . . . . . ... 
ACTIVITIES FOR THE FURTHER STUDY OF MAGAZINES 
PAGE 
44 
47 
47 
55 
56 
57 
57 
58 
60 
61 
61 
61 
61 
62 
63 
66 
AND NEWSPAPERS . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 68 
COMPUTER IN BASIC ENGLISH . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 73 
EVALUATION 0 0 • • • • • • • • • • • 0 • • 0 • • • • • • • • 0 • • • • • • • • • 0 • • • • • • • 76 
ESTABLISHING EXPECTATIONS ABOUT THE COURSE . . . . . . . . . . . . . . . 78 
Collaborating with Students, Teachers, Parents, Administrators . . . . . . . . . . . 78 
BIBLIOGRAPHY • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • 
APPENDICES 
Appendix A: Cloze Testing 
Appendix B: Miscue Analysis 
Appendix C: The Cumulative Sentence 
Appendix D: Exams 
Appendix E: Study Skills 
Appendix F: Questioning and Answering 
Appendix G: Making Notes 
• • • 111 
81 
GETTING STARTED 
• Basic English 1102 is designed for students who are weak in 
language skills and who would probably have difficulty in 
Language 1101. 
• To help in making their recommendations Intermediate English 
teachers should be familiar with the course and its potential. 
• The course should not be taken by any more than the lower 25% of 
the students. However, it is not a "dead end" course. The course 
has the flexibility to enable students to move to other language 
courses. 
• In so far as it is practical for school operation, the class size should 
be kept relatively small. 
• On the whole, the course would be best taught by a qualified 
English teacher. It should not be a course that is "left over" after 
other teaching assignments have been made. 
• It is most likely that students in Basic English 1102 would also be 
enroled in Thematic Literature 1200. If so, and ideally, the 
students would benefit most if the same teacher taught both 
courses. 
• It would be desirable for the principal to establish a class profile of 
the other courses that students in Basic English 1102 are studying. _ 
There should be meetings to review and to organize the reading and 
writing expectations for these courses. 
• The course is a one-credit course consisting of approximately 50-55 
hours of instruction per year. 
• Since there are alternatives texts for the course, teachers need to 
make a choice based on the needs of the students and their own 
teaching background and experience. 
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WHO'S THERE? WHO'S WHO? 
In June 1988, forty percent of 103 schools completed a questionnaire on Basic English 1102. 
"Give a brief proftle of your class. Who's there? Type of student. Number of students." was 
Question #1. The description below is a summary of the responses given. 
• Many were low achievers in junior high. 
e Some have repeated grades over the years. 
Many have acquired a history of failure 
that traces back to primary grades. 
Many have become accustomed to failure 
and expect to fail. 
• Some come from special education classes. 
• A few are involved in work experience/work study. 
• Many study basic programs in all areas, where possible. 
• Most do little or no homestudy. 
• Many have little self-motivation and minimum interest. 
• Many are slow to get started. Some are lazy. 
• Some lack confidence. 
Because some perceive themselves as failures 
they do not try hard to make an effort 
to learn on the theory that they 
"can't do it anyway" . 
• Many have a high rate of absenteeism. 
• Many are potential dropouts. Some drop out. 
• Many are slow and/or reluctant readers. 
• Some have poor reading comprehension. 
• Many are weak in basic writing skills. 
• Many pref er to talk rather than read or write. 
• Most enjoy discussion ideas that interest them. 
• Some have good thinking potential. 
• Some want to do their best. 
• All are in need of our help. 
• Classes are generally small. 
• On a provincial level, at the time of the survey, there were the following enrolments: 
Boys 
Girls 
Total 
998 
630 
1628 
(approximately 2/3) 
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TEXT RESOURCES 
Previous authorizations were: 
• Writing Sense (student text) 
• Read and Think 2 (student text) 
• Yes, They Can! (teacher reference) 
Present authorizations and text resources are: 
(Alternative 1) 
• Reading for Life (student text) 
• Reading for Life: Teacher's Guide 
• Fast Forward (teacher copy) 
• Fast Forward: Teacher Resource Book (teacher copy) 
(Alternative 2) 
• Fast Forward (student text) 
• Fast Forward: Teacher Resource Book 
• Reading for Life (teacher copy) 
• Reading for Life: Teacher's Guide (teacher copy) 
Fast Forward 
The text was developed primarily for general level English students. It consists of Core 
Units that integrate content and skills around a theme, topic, or issue. It contains Resource 
Units that focus individually on the skills of writing, reading, viewing, oral language, group 
work, independent study, language study, and learning. The writing and language strand 
offers both instruction and activities structured around the stages of the writing process. 
The developmental oral language and group process activities are integrated throughout the 
texts, as are the viewing and media literacy units and activities. 
The Teacher's Guide includes in its general introduction, the text structure, rationale, 
objectives, and philosophy. The Guide also gives teaching support for each unit that 
includes: 
• an introduction of unit objectives and structure and an overview chart 
• Implementation notes for activities and classroom management 
• Extension ideas including related print and non-print resources and extension activities 
in a reproducible format 
• Evaluation notes on processes and products 
Reading for Life 
Reading for Life focuses on a problem-solving approach as a general strategy for 
reading. It presents reading as a holistic process. It provides whole units of print and 
requires students to seek the patterns of words, sentences, ideas that give structure and 
meaning on a large scale. 
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Reading is central to the text; but the text also promotes the particularly close 
connection between reading and writing, and indeed between reading and all other language 
arts and other subjects on the curriculum. 
The activities and selections in Reading for Life are aimed at building student's 
confidence in themselves. This is largely done through the discussions of personal 
interpretations. 
For many students in Basic English 1102 a reading emphasis is what is needed most 
Reading for Life provides that Basic English 1102: A Teaching Guide, the Course 
Description, and the use of Fast Forward as teacher reference will help, if help is needed, 
in maintaining a balance and integration of communication skills. 
Recommended Resource 
Scope 
Scope is strong in reading and writing. It is of high interest. It is in magazine format, 
it is inexpensive, and there are 24 issues a year. It is helpful in individualizing instruction 
and it provides many extended and enrichment activities. 
Because of its established and proven potential, Scope is strongly recommended that all 
students subscribe to this magazine on a class basis through Scholastic-TAB Publications, 
123 Newkirk Road, Richmond Hill, ON, L3R 102. A later section in this document 
outlines the value of this magazine. 
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STATEMENT OF PURPOSE 
Basic English 1102 is designed for students who are weak in language skills and who 
would probably have . difficulty with the argumentation and persuasion emphasis in 
Language 1101. 
The course has several main areas of focus: 
1. Integration of Skills 
Students learn to use language through their experiences with talking, 
listening, reading, writing, and viewing. There is an integration of activities 
in the course as students practice their communication skills. Students may 
listen, speak, and then write; or they may read, view, write, and then speak. 
They seldom read and stop there; they rarely write and leave it at that. The 
strands of language interrelate and combine. 
2. Writing and Reading as Proce~es 
The process approach to reading and writing is followed. 
3. Reading and Thinking 
There is an emphasis on reading as an adaptation of problem-solving. This 
problem-solving approach focuses on a general strategy for reading, not on a 
number of specific skills. Reading is a holistic process. Students will read 
whole units of print and will look for the patterns of words, sentences, and 
ideas that give structure and meaning on a large scale. A process approach 
is used that allows students to bring their backgrounds into the reading, to 
interact with the selections, to become imaginatively and/or intellectually 
involved, and to share and shape their responses within the classroom setting. 
4. Writing 
Students write for a variety of purposes, in a variety of formats and for a 
variety of audience. Where possible, the process approach to writing (in 
whole and/or in parts), is used. Emphasis is on meaning and purpose in 
writing as well as on effective sentences and sound paragraph construction. 
S. Oral Communications/Interpersonal Communication 
There is instruction and practice in the techniques of interpersonal 
communication and group dynamics. Speaking and listening skills are 
emphasized. As well, there is emphasis on the role of talk in learning. 
Students will be helped to use language with confidence on those many 
occasions when they are called upon to do so. 
5 
6. Across the Curriculum Concerns 
• 
In conjunction with other teachers and other subjects that students study, 
there is an emphasis on study skills, making notes, answering questions, time 
management, and learning styles. There is as well a special emphasis on 
writing across the curriculum . 
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OBJECTIVES 
The objectives of Basic English 1102 are for students to: 
(Reading) 
1. develop confidence in their ability to read 
2. think about the process of reading 
3. learn a general reading strategy to apply and adapt to any reading situation 
4. learn the value of using prior knowledge and experience when reading 
5. ask questions of the reading material and to seek answers 
6. learn to survey a text in order to grasp its basic organization 
7. become aware of the value of sharing one's interpretation with others so as to 
increase comprehension and appreciation 
8. become aware of and to use a variety of purposes for reading (for enjoyment, for 
information, for school success, and for job, personal, business or social activities) 
9. adapt reading strategies to type of material and purpose for reading 
(Writing) 
10. think of a writing process as a methcxl for making choices in writing 
11. understand and use a variety of prewriting techniques 
12. understand the role of audience, purpose, and form in shaping a draft 
13. understand and use revision strategies 
14. edit for spelling, mechanics, punctuation, and usage 
15. learn the basic techniques of sound paragraph construction (topic sentence, 
coherence, etc.) 
16. write with sentence variety and to use modifiers effectively 
17. write in a variety of mcxles in notebooks and/or journals 
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(Oral Communication/Interpersonal Communication) 
18. learn speaking and listening skills 
19. recognize appropriate speaking and listening behaviours 
20. appreciate the value and power of collaborative learning 
21. learn effective procedures for small group learning behaviours 
22. understand the nature of group interaction 
23. develop a command of language so as to speak effectively, with or without specific 
preparation, when called upon to do so 
24. be sensitive to audience response and to be responsive listeners 
(Across the Curriculum Concerns) 
25. learn to make notes 
26. learn and to practice a basic study method 
27. know how to answer different types of questions 
28. know how to write exams 
29. understand the purposes of time management 
30. solve problems by applying a systematic approach 
31. explore the idea of learning styles 
• 
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PHILOSOPHY: READING AND WRITING AS LANGUAGE 
A HOLISTIC VIEW 
What is obvious in the profile, "Who's There? Who's Who?", is that many students in 
Basic English 1102 are not succeeding in reading and writing at the same rate as their 
peers in other language courses. They have various degrees of underachievement. They 
are a challenge to teachers and do indeed require special attention. 
The important task, therefore, is to identify effective teaching strategies. In Basic 
English 1102, these are best promoted in the context of a holistic theory of reading and 
writing development 
Holistic education is a philosophy of teaching which suggests understanding the world 
by looking at wholes. 
Holistic teaching places teaching and learning in meaningful contexts. When learning is 
meaningful, students learn. Thus holistic teachers endeavour to place students' learning 
within the context of students' experiences. 
The holistic view of learning promotes a holistic or "whole language" theory of writing 
and reading instruction. It moves away from the teaching of reading and writing as a 
sequence of component skills. It takes a developmental view of children's reading and 
writing, and it focuses on students' strengths and not on students' weaknesses. It also 
means placing great emphasis upon the literacy environment students require, and it 
recognizes that students must have plentiful opportunities for reading and writing. 
The following two sections give support for this holistic view: 
• Reading And Writing As Language 
• An Environment for Literacy Development 
READING AND WRITING AS LANGUAGE 
From a holistic point of view, language can be viewed: 
• as development (how people learn to read and write) 
• as a system (what it is that people learn as they become readers and writers) 
• as a process (how they use what they know about language in order to transact 
meaning during reading and writing). 
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Language As Development 
Reading and writing develop as students experience language in its various expressions -
speaking, listening, reading, and writing, with each contributing to the development of the 
other. Several language - learning principles form the basis for the recommendations about 
reading and writing evaluation and instruction presented. 
lo Children learn language by using language. Children must spend a great deal of 
time reading and writing. Some direct reading and writing instruction may be 
necessary but it must be embodied in an environment where students see reading 
and writing used for a variety of purposes, in a variety of settings. Frequent 
reading and writing build on, consolidate, and extend knowledge gained from 
reading and writing. 
2. The focus in language learning is on meaning and social function rather than on 
form. Students should use reading and writing to construct meaning for authentic 
social purposes - for entertaining, exploring ideas, inf onning, or being informed. 
Students should be encouraged to use reading and writing for their own real 
purpose, to fulfil personal communicative intentions. The social nature of written 
language indicates that comprehension and composition are enhanced by groups of 
readers and writers who share what they read and write. 
3. Language learning is personally important, concretely based, and free from 
anxiety. 
4. Children learn to use language in an ever-widening variety of contexts and learn 
to vary their language according to the context in which it occurs. Students 
usually do their best reading when they read whole texts and are able to take 
advantage of an increasing amount of contextual information. 
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5. Knowledge of language rules is largely intuitive. Children abstract rules from 
the language data around them and employ these rules when using language. 
. 
6. Language learning is largely self-directed. This is particularly so in learning oral 
language. There is no oral language scope and sequence. Parents do however 
demonstrate language use - its enormous importance in life, its functions, and its 
forms of conventions. Adults also reward children's language use by responding to 
their attempts to communicate, by fulfilling their needs as expressed in language, 
and by answering their questions. 
7. Though rate of development is different, the conditions necessary for language 
learning are similar for all. First, children require a literate environment in which 
they can see reading and writing used in a functional way by significant others. 
Second, they must have opportunities to participate actively in written language use 
themselves. Third, to fully engage themselves, they must discover personal reasons 
for reading and writing. Finally, students need feedback from the written language 
experience about their reading and writing competence. 
• 
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Language As System 
From a holistic perspective, language is a system of various cues - graphophonics, 
syntax, semantics, and pragmatics. Readers and writers simultaneously consider both their 
knowledge of language and their knowledge of the world when they read and write. 
1. Graphic Cues are the shape and potential sound representation of words. It 
includes as well the order of letters in words and the white spaces denoting word 
boundaries. Graphophonic rules are both enormously complex and largely intuitive 
and not the result of direct instruction. 
2. Syntactic Cues refer to the grammatical system of the language - to the 
morphological and word ordering rules that readers and writers share about the 
structure of the language. Children have a considerable store of these cues before 
they are exposed to formal reading and writing instruction. Effective readers and 
writers draw extensively upon their knowledge of syntax in order to construct 
• 
meaning. 
3. Semantic Cues refer to the knowledge shared by readers and writers about the 
world and how the world is represented by language. These cues refer not only to 
vocabulary but also the concepts represented by the vocabulary and how these 
concepts are organized into schema, our structured knowledge about the world. 
4. Pragmatic Cues refer to the rules that govern the use of language in context. 
Language As Proc~ 
Reading and writing require that the language user process graphophonic, syntactic, 
semantic, and pragmatic cues simultaneously. But, these cues interact with each other to 
facilitate the production or reception of other language cues that are activated by a variety 
of strategies. Thus, in viewing language as process, readers and writers use these strategies 
- predicting, confmning, and integrating - as they find them useful, often simultaneously. 
1. Predicting. In reading, people predict what the author will say next and how s/he 
will say it. At times there is a global prediction about the next event in the story, 
or the whole story, while other times there is a focal prediction about the next 
sentence or word. It is because readers have a store of knowledge about the world 
and about the structure of language and print that they are able to make predictions 
with enough confidence by only sampling the print on the page. Readers sample 
only those cues needed to make sense of a text. The more background knowledge, 
the easier the predicting. However, when re(lders background knowledge and the 
text do not match, they are forced to depend more heavily on graphophonic cues. 
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2. Confirming. Proficient readers monitor whether they are making sense of the 
author's cues. "Does this make sense?" When it does they keep reading. When it 
doesn't, they may decide not to read the text, or to read again looking for more 
cues from their experience and/or from the text, or they may seek outside help in 
attempting to make sense of the experience. 
3. Integrating. Readers, as they read, integrate what they already know, believe, and 
feel with their interpretations of what the author knows, believes and feels. Such is 
the relationship between the reader's schema and the author's schema. Therefore, 
because readers approach a text with different backgrounds, beliefs, and feelings, the 
strategy of integrating renders the reading transaction unique each time a text is 
read. 
Writers, too, integrate what it is they know, believe, and feel with what it is they 
perceive their readers to know, believe, and feel as they make decisions about what 
to write and how to write it. Writers choose what information to include in a piece 
of writing on the basis of whether the information is important for the writers' 
purposes and on the basis of the relationship between their schema and what they 
perceive the readers' schema to beo 
AN ENVIRONMENT FOR LITERACY DEVELOPMENT - READING 
AND WRITING 
The environment within which students learn will affect what they learn, how they 
learn, and how they feel about learning. This is true for small children in their early 
literacy learning environments as well as for the language learning environments provided 
for students in Basic English who have probably already experienced some school failure. 
Remarkable similarities exist between the two environments. 
Early Literacy Learning Environment 
Early literacy environments immerse 
children in print, provide frequent 
demonstrations of the uses of reading and 
writing and frequent opportunities to 
engage in reading and writing. In 
learning to read and to write at home, 
children who are exposed to a wide-range 
of reading materials, are read to 
frequently, often see others reading and 
writing, have easy access to writing 
materials, have adults who respond to 
their intentions when they try to read or 
write, and have parents or ·siblings who 
12 
Later Language-Learning Environment 
But what about the influence of the 
classroom environment, an environment 
over which teachers have direct control? 
Are certain classroom environments much 
more likely to foster literacy development, 
especially for students in Basic English. 
Similar to the features of early literacy 
environments, the following features of a 
classroom environment are supportive of 
literacy learning and use: 
• immersion and demonstration 
• opportunities for reading and writing 
• integrating reading, writing, listening, 
are willing to answer their questions 
about reading and writing. Such is the 
important role of the home environment 
in children's oral and written language 
development. 
Immersion and Demonstration 
speaking 
• purposes and audiences for reading and 
writing 
• reading and writing materials 
• thematic units: integrating language 
and the content areas 
Surround students with print. Cover classroom walls with posters and print and student 
work. Display paperbacks in a carousel! Display a range of current magazines! Use the 
ideas on pp. 71-72 of the English: The Intermediate School: Teacher' s Guide to highlight 
books. 
Read to students regularly - help them to understand the nature and purposes of reading 
and familiarize them with the patterns of written language. Read different types of 
literature. Students reading vocabulary, their reading comprehension, their reading interests, 
and the quality of their oral language have been shown to be positively affected by having 
someone read to them. Reading is also an excellent way to broaden students' experiences. 
Opportunities for Reading and Writing 
Students need to regularly engage in reading and writing and to have frequent 
opportunities to read and write whole meaningful texts, more so than to work with isolated 
skills. 
All readers, not just good ones, need to have plentiful opportunities to easily construct 
meaning for themselves if they are to become better readers. Reading easy material helps 
students consolidate their fledging reading strategies, especially if they can maintain their 
focus on making sense. 
Opportunities for reading and writing should permeate the day. Especially important 
would be the use of natural opportunities for reading and writing that are inspired by the 
students' interests and concerns. "Across the curriculum" opportunities should also prevail. 
All teachers should know that these students need to read and write frequently and need to 
see reading and writing as functional in their lives. 
Integrating Reading, Writing, Listening, and Speaking 
Reading and writing should be taught together as complimentary language modes. Oral 
language should also be incorporated. Oral language can help students activate relevant 
background knowledge before they read and integrate what they have· read with what they 
already know. Talking can also help students at different stages of writing. Class 
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discussions may encourage reading and writing. In the same way reading and writing may 
stimulate lots of talk. The key is for the environment to surround students with all modes 
of language. 
Purposes and Audiences for Reading and Writing 
Students in Basic English should read and write with some purpose in mind, more so 
than engage in reading for the sake of reading and in writing for the sake of writing. To 
create this awareness of purpose, teachers can generate a discussion on definitions of 
reading and can ask students why they read, what they do when they read, and what they 
read. In general, students who have good reasons for reading and writing will do more 
reading and writing. 
Writing for different audiences - for oneself, a friend, or someone who can send some 
desired item or material - will also affect the purpose for which students write. As well, 
having frequent opportunities to write for different purposes will help students learn how to 
vary the content and f onn of their writing. 
Reading and Writing Materials 
The availability of a variety of reading and writing materials invites students to read and 
write. A variety of reading materials encourages students to read for different purposes; 
and a variety of writing material, and the time to use them, encourages students to write 
frequently for different purposes. However, if these materials are filled with drill of 
written language they will demonstrate to students that reading is dull, meaningless, and 
uninteresting. 
The teacher's choice of material will also affect the frequency of students' engagement 
in reading, their attitudes toward reading, reading performance, and even the quality of 
their writing. Thus, in so far as possible, Basic English students need reading materials 
with the following characteristics: 
1. Materials written for authentic communicative purposes are far more likely to invite 
repeated reading and the real construction of meaning. 
2. Reading materials should use langauge that is both natural and familiar to students. 
3. For students to construct meaning, there should be a match between the information 
presented in a text and the background knowledge of the students. If there is not, 
the students' background knowledge must be developed. 
4. Some reading materials (not all) should invite a lengthy engagement in reading. 
5. Most reading materials should encourage a wide range of responses, and enable 
14 
students to share and extend the meaning they have constructed from the text. 
6. Materials related to the world outside of school are likely to teach students 
something about their world and thus invite reading. Such materials are likely to 
match and catch student interest and demonstrate that reading is meaningful and 
purposeful. 
7. For students who are not yet fluent readers and do not use effective reading 
strategies, the use of "predictable" texts is recommended. Books are predictable 
when they enable students to quickly and easily predict what the author is going to 
say and how the author is going to say it based upon their knowledge of the world. 
Thematic Units 
Thematic units increase students' opportunities for reading and writing by inviting them 
to read and write in order to explore their interest in a topic. They treat reading and 
writing as functional skills to be used rather than as school subjects to be learned. Thus, 
thematic units take advantage of students' natural curiosity and experience, while expanding 
their knowledge and experiences. 
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AN OBSERVATIONAL APPROACH TO ASSESSING 
READING AND WRITING 
Reading and writing are variable, and contextual factors such as topic, audience, interest, 
and purpose affect students' reading and writing perf onnance. As such, there is need for a 
continuous observational approach to assessing reading and writing more so than what has 
been a relatively popular diagnostic-prescriptive approach. 
The significant questions are these: 
What do students know about reading and writing? 
What evidence is there that reading and writing development are talcing place? 
These questions can be addressed only by observing students as they read and write and 
as they respond to written language instruction. 
Such observation is a skill, enhanced by the following guidelines: 
• Observations should extend over a period of time in different contexts and for 
cliff erent purposes. 
• Observations should include information about who initiated the activity, the 
teacher's instructions (if any), and the teacher's approach to teaching reading and 
writing. 
• Observations should be regularly summarized and recorded. (Can someone not 
acquainted with the student or the setting read the record of the observations and 
have a clear picture of what went on?) 
• Observations should be a fairly routine practice. It would be helpful, too, to let 
students know that they are being observed and why. ("I just want to see what 
you are doing while you are writing.") The richest source of information will be 
close attention to students as they respond to instruction and as they read and 
write. 
OBSERVING STUDENTS' WRITING 
Students' writing should be observed in terms of two general questions: 
Does the writing fulfil its purpose (to report, persuade, elicit some feeling, etc.)? 
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What do students know about writing, including writing conventions, that helps 
them fulfil their intentions? 
The following guidelines can help in observation of students' writing: 
• Occasionally, ask students to read aloud what they have written. Students' 
comments, self-corrections and oral revisions should be observed. Use the 
opportunity to ask students additional questions - "Why did you choose this word 
here?" "What kinds of problems do you have in writing?" "Do you ever make 
changes when you are writing? If so, what things get changed?" "What can you 
do next with this piece of writing?" 
• NOTE: Who initiated the writing? The student? The teacher? Who chose the 
topic? How much did students write and how much of the writing time did they 
spend writing? 
• For what audience was the writing intended? For what purpose? 
• How well does the writing hang together? How effectively do students use 
language structures? How effectively do students use words? 
• Did students reread and/or revise what they had written? 
• What do the students know about punctuation, capitalization, spelling? 
• Is students' writing performance fairly consistent? 
OBSERVING STUDENTS' READING 
The following strategies can be used for observing students' reading so as to discover 
wh.at they know about reading in order to better plan and modify instruction: 
• Observing students' reading comprehension 
• Using cloze testing to learn about reading behaviours 
• Using miscue analysis to describe oral reading 
Observing Students' Reading Comprehension 
Reading comprehension is a matter of constructing meaning. It is a matter of 
establishing connections among ideas in the text, stating them in alternative form, and 
relating them to the reader's experience. 
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One way of learning about students' reading comprehension is to listen to students as 
they orally share what they have read silently. (Note that students' retellings will be most 
meaningful if the students believe that there is some real reason for them to share what 
they have read, and that it is not just another occasion for evaluation.) 
The following questions can guide teachers' interpretation of students' oral sharing of 
their reading: 
• How much material presented in the text did the student retell? 
• Did the retelling include information not stated explicitly? 
• Did the retelling include false information? 
• Did the retelling reflect the structure of the text? 
• Did the reader bring any background experience or knowledge to the 
understanding of the material? 
• Did you feel that the readers9 retelling represented an adequate understanding of 
the text? 
Using Cloze Testing To Learn About Reading Behaviours 
Students' ability to complete cloze exercises indicates the degree to which they use 
contextual inf onnation to construct meaning and the sources of contextual information they 
are able to use. As an assessment, the cloze procedure is best used when it immediately 
becomes an instructional strategy to encourage students to make predictions. 
Appendix A, reprinted from Teaching and Evaluating Reading in the Senior High School, 
Alberta Education, 1988, presents detail on using cloze exercises. 
Using Miscue Analysis To Describe Oral Reading 
A miscue is any oral reading response that does not match the text. Most readers 
produce miscues when they read. What is significant is when the miscues follow a 
pattern. Observing students' miscue patterns will enable teachers to discover if students are 
relying too heavily on one system for reading. They may also be able to observe how 
students' miscue performance varies as a function of texts or of the students' background 
information. Such information can alert teachers to consider certain pre-reading and/or in-
process reading strategies. 
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' 
Miscue analysis, however, is time-consuming. For the teacher who wishes to use this 
method of learning about students' reading strengths and weaknesses, details are provided 
in Appendix B, reprinted from Teaching and Evaluating Reading in the Senior High School, 
Alberta Education, 1988. 
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A PROCESS APPROACH IN TEACHING READING 
A. Parallel with Writing 
B. Pre-Reading 
Activating Student Knowledge 
Previewing the Topic 
Previewing the Vocabulary 
Previewing the Text 
Increasing Student Knowledge About Text 
C. In-Process Reading (Responding and Building Meaning) 
D. Post-Reading (Extending and Enriching) 
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A. PARALLEL WITH WRITING 
In large measure, the process approach 
approach in teaching writing. 
Reading As Proc~ 
Pre-reading 
Activating Knowledge 
Increasing Knowledge 
(In-proc~ reading) 
Responding and Building Meaning 
First Reading 
Personal Response 
Comprehension - Literal 
Comprehension - Inferential 
Second Reading 
Comprehension - Enhanced 
(Post Reading) 
Extending and Enriching. 
in teaching reading parallels the process 
Writing As Process 
Pre-writing 
Drawing on Experience 
Generating Ideas 
Establishing Audience and Purpose 
Making Some Choices 
Writing/Composing/Drafting 
Reviewing/Responding/Revising 
Editing and Final Drafting 
Proofreading 
Presenting/Publishing 
The process approach allows students to bring their backgrounds into the reading, to 
interact with the selections, to become imaginatively ancVor intellectually involved, and to 
share and shape their responses within the classroom setting. 
B. PRE-READING 
It can be said that reading begins even before a book is opened. 
Pre-reading expectations or predictions guide students' reading of a selection/text. The 
more knowledge students have, the more likely their predictions and the easier they will 
find reading the text. However, this background knowledge must be activated in order for 
it to be helpful. Teachers, the ref ore, have two means available to help students prior to 
reading a text. 
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1. They can help students activate the knowledge they already have that is related 
to the text 
2. They can help students increase their relevant knowledge prior to reading a text. 
Activating Student Knowledge About Text 
At this stage in the process approach to teaching reading, the teacher is concerned with 
helping students to connect with the selection they are about to study. This could involve 
one or more of many strategies related to: 
• previewing the topic 
• previewing the vocabulary 
• previewing the text 
(Previewing the Topic) 
Do more than inform students of the topic and establish a purpose for reading. 
On a simple level, activating knowledge occurs through the following activities: 
•Describe a time in which you were involved in ... (something similar). 
How did you feel and act at the time? 
• Write a journal entry for three minutes on what ___ means to you. 
•What do you think of this idea or theme? (e.g., Are ordinary citizens capable of 
heroism?) 
On a more advanced level, the following approaches can activate knowledge: 
• Ask students to relate to the group what they already know about the topic. Then 
have students rethink or reread their statements and think of questions they have 
about the topic. If students develop a well-organized body of statements and 
questions it will make it easier for them to organize the new knowledge they gain 
during reading. 
• A similar strategy exists in the following set of three questions: 
- Tell anything that comes to mind when you hear the word ____ . Write 
the responses on the board. 
- What made you think of . (Name each response listed by 
students.) This will help students become aware of each other's associations. 
- Based on the discussion, have you any other ideas about . Here, 
students talk about associations that have been elaborated or changed as a result 
of the discussion. 
22 
(Previewing Vocabulary) 
The traditional approaches of putting the word on the board, of looking at the word in 
context, and of looking the word up in a dictionary or glossary have some merit. 
• The teacher could, from the text, choose six to ten words that the students may not 
know or words that have multiple meanings. The students can then give a 
definition for each word, either orally or in writing, without referring to any source 
other than their own knowledge, and guess a definition for words they do not know. 
The group can share and discuss definitions (and the variety of definitions) for each 
word. After reading the text, the students can reconsider the words selected, and 
discuss how they knew what the word meant in the text, and how or if the post-
reading defmition related to any of the pre-reading defmitions. 
(Previewing the Text) 
A wide variety of text features may be previewed: 
• Illustrations 
•Graphs 
•Charts 
• Titles and subtitles 
• Chapter questions 
• Introductory and summary paragraphs 
• Whole text scanning 
Once students have previewed the text in some way in order to discover the topic for 
themselves, they can generate what they already know about the topic and what they would 
like to know. (i.e., a list of questions to be answered during the reading.) 
•From looking at the title (and other text features) what do you think this will be 
about? 
•What would you like to know about the title (or other text features)? 
•What does the picture (or other text features) make you wonder about? 
•From looking at the subtitles (or other text features), what are some questions you 
expect the author to answer? 
To improve comprehension, students need to learn self-questioning and to ask 
themselves questions prior to reading. 
Increasing Student Knowledge About Text 
It is often true that students increase their knowledge as a result of reading. However, 
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there can be more certainty about this knowledge increase if students have enough 
knowledge to a attach new information to, and know that they do. This implies that as 
part of "preparing to read", teachers might use one or more of the following activities. (In 
themselves, these activities involve various skill strands and thus illustrate that the pre-
reading activities contribute to the integrated approach.) 
• Listen to a speaker address the topic of the selection. 
• If the topic permits, provide "hands-on" exploration such as that which often occurs 
in science labs. 
• View a film or video related to the selection. 
• Picture files, records, slides can present new information. 
• Graphic organizers for common organizational patterns cause/effect, 
comparison/contrast, time/order and problem/solution - can be used. 
•Read a short news story, or another item related to the theme of the solution. 
Careful structuring of related reading as a pre-reading activity can be of real help to 
poor readers. 
C. IN-PROCESS READING (READING AND BUILDING MEANING) 
There must be a first reading of the selection. Sometimes teachers read the selection to 
the class, sometimes students read it aloud, and sometimes the students read silently. Each 
strategy has its advantages and disadvantages. However, viewed in the light of the in-
process reading goals and the development of effective, efficient, and independent reading 
strategies, oral reading fares less well than silent reading. 
The basic responsibility of students during reading is to make sense of text, to construct 
meaning in the process of reading. Meaning must be constructed during reading if 
meaning is to be extended after reading. 
Immediately after the frrst reading, teachers may pose one or two oral questions to test 
the comprehension of the class and to determine response to the selection. Or, teachers 
might go directly to a personal response task for students to complete. This might take the 
form of a journal entry, a notebook jotting, a structured response to a question, or a few 
moments of time for students to reflect and gather their thoughts. 
It is important to give students time to consider and to record their responses. It is 
then important to have the students share their responses with others and to hear the 
response of others. In this way, students might reconsider and modify their initial 
responses, and teachers might, with a gentle hand, guide the responses toward greater depth 
of insight. This personal response stage may .provide a path into higher levels of 
comprehension. 
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An effective way to teach students how to make sense of text is for the teacher to 
demonstrate as s/he reads. Often, the teacher can think aloud about how s/he constructs 
meaning - how he rereads, creates visual images, checks predictions, and adjusts reading 
rate. At other times, the teacher will conduct some lessons to highlight particular strategies 
such as the following for helping students gain basic comprehension: 
• making notes on the selection 
• writing a summary of the selection 
• making marginal notes 
• creating an outline or map of the selections main ideas 
• underlining 
• retelling the selection to a partner 
• role playing 
In general, the teacher realizes that s/he is a key part of the reading process until the 
students can proceed independently. 
The teacher can also help students to gain basic comprehension by helping students note 
the various text structures that might be used: 
• narrative text structure (theme, plot, episcxles, setting, time, characters) 
• expository text structures (cause/effect, comparison/contrast, definition, 
problem/solution, time order 
• open-ended frames 
(narrative frame) 
-----------------------------------~· After that ______ _ 
--------------------------------------------------· 
Next, ------------------------------------ . Then _____ _ 
-------------- . The problem is finally solved when __ 
-------------------------------------- . 
The 
story ends when ---------------------------------- . 
(expository frame) 
-----------------~ . The 
• 
vanous solutions that have been 
suggested include ------------------------------- , 
and ------------------- . The author believes that 
----------------------------------------is the 
best solution because 
--------------------------------- . 
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The use of the principles of the instructional cloze procedure can also help students 
learn to make sense consistently as they read. The procedure requires that students 
respond as they do when they read naturally in whole text without blanks. With blanks, 
the cloze procedure requires students to make decisions about which inf onnation sources 
and strategies are most important in various situations. Reading requires automatic 
processing and reliance on the students' own information sourceso The task is not only to 
have students respond effectively in cloze exercises but also to transfer the strategies and 
information they use to make sense in the cloze exercises to everyday reading situations. 
After reaching some basic comprehension, students need practice in making valid 
inferences such as determining a main idea that is not explicitly stated, identifying the 
cause-effect relationship between events in a plot, inf erring character traits, and reading a 
poem at the figurative level. To help students make these inferences, teachers might use 
strategies, similar to the following: 
• Ask students to verbalize the underlying reasons for the inferences they have made. 
•Take students through lessons that model the process, and give them opportunities 
to practise individually and in groups. 
• Have students work in groups to focus on the task of making and supporting 
inferences. 
. 
• Teach students to identify the word clues that led them to the inference they made. 
• Invite students to compose questions that require peers to make inferences based on 
the selection. 
Often, students need to make second and third readings of a selection or the teacher will 
read aloud the whole or parts. These readings are often for specific purposes or are used 
to set the stage for further work. 
D. POST-READING 
Post-reading instruction follows the reading of some selections - a story, a poem, or 
some other kind of reading material. Students engage in thinking about the text after 
reading. They share and extend their comprehension with other students. Such activities 
are central to reading instruction. Unless students can talk with someone else about their 
understanding of a text, it is unlikely they will extend the meaning they constructed 
originally. 
One way to encourage oral sharing and extending is by returning to the statements, 
questions, and predictions generated during pre-reading instruction. Encourage students to 
reflect on what was discussed then in the light of what they have since actually found in 
the text. 
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Another way to involve students in post-reading discussions is to have students 
formulate questions based on their reading. Content and issues can be discussed. As well, 
time can be spent considering the nature of their questions. Examine the questions that 
required the most time for responding. Why? Could some of the questions be changed to 
require students to do more thinking about the relationship of what they read to their own 
experiences? How? 
If the reading selection stimulates a debate, the points of agreement and disagreement 
might be used to establish pro and con debate panels. 
Writing, which by its very nature is reflective, can also play a role in requiring students 
to extend their first levels of response and comprehension. For example, students might be 
asked to make a judgement about the selection's worth, relevance, or accuracy; and to 
express feeling about the characters or events. Journal writing is another extension activity, 
particularly, if the students have identified with particular characters or situations. But, as 
with oral work, journal entries need to be shared, discussed and responded to for their full 
potential in extending comprehension to be reached. 
Other extension activities, such as: writing in a different format; creating a new ending; 
bringing in related readings, music, films, paintings, and news stories; and research 
assignments allow teachers to introduce students to new experiences that stretch their 
language skills and stimulate their imaginations. 
This process approach to reading offers teachers an opportunity to teach reading and to 
teach literature. The emphasis is on students' response, developing comprehension, and 
strengthening language skills. 
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WRITING INSTRUCTION 
INTRODUCTION AND OBJECTIVES 
The following objectives for "Writing" are core to Basic English 1102: 
1. To have students become familiar with a "writing process" as a method for 
making choices in writing: 
• To understand and use a variety of pre-writing techniques. 
• To understand the role of audience, purpose, and form in shaping a draft. 
• To understand and use revision strategies. 
• To edit for spelling, mechanics, punctuation, and usage. 
• To share and present writing. 
2. To write with sentence variety and to use modifiers effectively. 
3. To learn the basic techniques of sound paragraph construction. 
4. To write in a variety of formats and for a variety of audiences and purposes. 
5. To engage in journal writing. 
Many writing assignments and opportunities will emerge from using the variety of 
authorized text materials. Special occasions, thematic concerns, and school subjects will 
provide others. Some of the following formats should be attempted: 
advertisements 
charts/lists/outlines 
letters/messages 
reports/summaries 
essays/articles 
titles/captions 
dialogues/scripts 
descriptions 
stories/story endings 
poems 
journal writing 
Clearly, the range of different assignments and formats will require the practice of 
writing for a mixture of cliff erent audiences and for a variety of cliff erent purposes. The 
following audiences and purposes should be used: 
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(Audiences) 
Specific Person 
self 
teacher 
friend 
older person 
younger person 
(Purposes) 
to create 
to share 
to record 
to analyze 
to explain 
to describe 
Specific Group 
class 
team/club 
grade 
age group 
special interest group 
to expand 
to persuade 
• to convince 
to inform 
to instruct 
to reconstruct 
General Audience 
school 
community 
adults 
peers 
students 
unspecified 
Through a judicious balance of the above purposes, audiences, and formats, students in 
Basic English 1102 should experience success and learn to view writing as useful and 
enjoyable. 
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SOME WRITING PRINCIPLES FOR HELPING RELUCTANT 
WRITERS 
1. Students must write frequently. While instruction and evaluation may prove helpful, 
the more valuable opportunity for improving students' writing is the actual writing 
practice, the expression of ideas. Until students can produce with relative ease, not 
much about improving writing can be taught. (Free writing and journal writing can 
help.) 
2. Students can be more fluent if they write on topics, usually self-selected, about which 
they have considerable knowledge. Students must have plenty of ideas about the topic 
from which to draw. Extensive pre-writing activities can help students build and add 
to their ideas. Words are needed to be used - their own words. 
3. Students' audiences, whether themselves, other students, and/or teachers must be 
forgiving and patient, if students are to learn to attend to meaning first. 
4. Frequent writing is necessary, but not sufficient. Students must share and extend their 
efforts at meaning construction. As mentioned in the "Philosophy" section of this 
Guide: "The social nature of written language indicates that comprehension and 
composition are enhanced by groups of readers and writers who share what they read 
and write". 
5. As students share and extend their work, the teacher's keen observational approach in 
the teaching of writing is used. Observations will indicate what students know and 
don't know about composition and language strategies. 
6. Such observations are the basis for the selection of instructional strategies. Some 
lessons are now planned, while others may emerge spontaneously from the immediate 
situation. 
7. Give students as many aids to writing as possible, for example, word lists, signal 
words, outline forms, and patterns. Show students how to answer questions such as 
"Where?" "When?" "How?" and "What kind of!" These help them expand their 
ideas. 
8. Let students select their best piece of writing for any formal examination. 
9. Keep most assignments short. 
10. Where possible, use the process approach to teaching writing. With some short 
assignments, particular parts of the process approach could have different value. It is 
important to note that the process approach to writing is most helpful when applied to 
developing more extended writing products. 
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THE WRITING PROCESS 
Although the process of writing is essentially an idiosyncratic one, there are a few basic 
steps that most authors follow and that can be used by emerging writers in the intermediate 
school. Students must learn that there are different stages in the production of a piece of 
writing for publication: 
• prewriting, planning, exploring, discovering content, creating the experience, preparing to 
write 
• composing, drafting 
• • 
• rev1s1ng 
• editing, proofreading 
• presenting, publishing 
PREWRITING 
The philosophy of prewriting centres on engaging students in the writing process and 
helping them discover what is important or true for them about any subject at any time. 
Unfortunately, no one has found the perfect system for teaching the prewriting process. 
What is certain is that if students are to become capable writers they must develop 
prewriting skills. Some students will stumble onto their own methods, but inexperienced 
writers must be motivated to write (and write well) and be helped to discover concepts, 
experiences, and ideas to write about. 
The prewriting phase of the writing process has four main components: drawing on 
experience, inventing and generating ideas, establishing the audience, making formal 
choices. 
• Drawing on Experience 
Students can't write about nothing. They have to realize that they have had moving 
experiences, have met fascinating people, and have had flashes of insight, and thus have 
subject matter for their writing. Besides their own experiences, other topics can come from 
assignments or from the teacher. In any event, students have to develop the skill of using 
experience (their own and that of others) as writing material. They also need opportunities 
to discuss experiences, to heighten their quality and reveal their potential. Ideas can be 
generated by the following: 
Talking. Talking with another person, with a group, with people who know something 
about the topic. 
Interviewing. One of the best ways to gather information, ideas, opinions. Also, a writer 
can discover what s/he has to say about a subject by having someone else interview 
him/her. 
Drama. Creative dramatics, role-playing, oral reading, improvisation. 
Viewing. Looking at pictures, paintings, television, ftlms. 
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Reading. Reading to gather inf onnation about a topic, or reading other pieces in the same 
mode, genre, or style. 
Experiencing. Performing the activity to be written about (e.g., riding a bike or a 
skateboard or lying in the wet grass) .. 
• Inventing and Generating Ideas 
The following strategies are helpful: 
Brainstorming. Following the formal rules of brainstorming (e.g., no criticizing, quantity 
over quality). 
Mental Exercise& Internal research, visualization, memory search, meditation. 
Experimenting. Manipulating objects, people, and situations and studying the changes. 
Focused Free Writing. Nonstop writing on the intended subject, to crystallize ideas and 
feelings .. 
Doodling and Mapping. Drawing models, flow charts, cartoons, thought webs, or other 
graphic representations of the subject or writing plan. 
Writing Leads. Creating three or five or more opening sentences as a way of determining 
the shape and scope of the topic. 
Outlining. Formal outlining, data charts, clustering techniques. 
Listing. Natural and effective; a list of all the desired elements. 
Inventing with Questions. Using the reporters' questions: Who? What? When? Where? 
Why? How? 
. 
Making Metaphors. Asking "What is it like?" can produce comparison: "The sea is a 
hungry dog." 
Random Association. Putting the subject beside another word or idea to see if they are 
connected. 
Finding Similarities. Comparing objects, pictures, concepts. 
Observing. Looking at the subject from various angles, points of view, or locations; 
breaking the object/topic into parts. 
Changing the Orientation. Looking at the subject in terms of a Story, poem, or play. 
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• Establishing an Audience. 
At the prewriting stage students need to establish their audience and their purpose for 
writing. 
• Making Formal Choices. 
Making formal choices is another component of the pre writing phase. Before writing, 
writers must decide what form the material is to take. The topic and the audience help 
determine form. However, it is important that students know that any topic can be written 
about in many ways - narration, analysis, comparison, description, persuasion, opinion -
depending on the writer's purpose for writing. 
Experienced writers often say that content dictates fonn, that their idea tells them which 
form to use. Inexperienced or developing writers have a different problem. They need to 
achieve competence in a variety of forms. The work in a unit or chapter is designed to 
give practice in using a certain form. Students can choose between forms when they have 
had some experience with different forms. If text activities are limited in this respect, 
teachers can ask students to experiment on their own. 
It is during this phase in the writing process that the appropriate writing form is 
introduced, examined, and taught Examples can be studied, vocabulary expanded, and 
sentence structure examined. 
WRITING/COMPOSING/DRAFfING 
At this stage students produce a first draft. Momentum is important as students focus 
their attention on the development of meaning and the flow of thought. Grammar, 
spelling, and punctuation are secondary to the flow of ideas at this stage. 
During this phase, teachers can assist students who have difficulty getting started and 
keeping their writing moving. Some students will have difficulty getting their ideas down 
before they escape. Teacher support will help raise the quality of students' writing and 
learning. 
For the most part, writing is a solitary experience; the writer selects the ideas generated 
from prewriting experiences, arranges them, and puts them down on paper. 
Drafts are of ten rough and inaccurate; they reflect a struggle to get words down on 
paper. Revising brings focus and clarity. 
Revising means 
• moving ideas around 
• adding information 
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• taking out redundant material 
• considering paragraph structure and strategies 
• considering clarity, economy, vigour, and grace of diction 
Revising involves attending to one or two things at a time, not everything at onceo 
Revising can be done in many ways. Students can examine their writing in relation to 
specific questions or guidelineso They can work individually or in small groups or the 
teacher can conduct a revision conference with a student or a group of students. Teaching 
key concepts will often be necessary during this phase, as the need occurs. 
Students can be asked to do the following prewriting activities: 
• Write another opening or topic sentence and compare it with the original. 
• Decide what the mood of your writing is. Underline the words that produce this mood. 
Can you change any other words in your writing to help add to this mood? 
• Look at the length of your sentences. Choose two of the shorter sentences and rewrite 
them, adding more details by answering these questions: When? Why? 
• Choose two of your shorter sentences and combine them using any of the fallowing 
words: because, as, since, while, if, before, after. 
• Rewrite two of your sentences by adding an opening word or phrase that answers one 
of these questions: Where? When? 
• Form groups of three or four. Take turns reading your paragraphs aloud while the other 
group members listen. Make notes on the most effective words, phrases, and sentences. 
• Make positive comments (written or oral) on one another's work. 
• Working in pairs, exchange papers. Read your partner's paper looking specifically at 
the verbs used. For each verb, suggest two other verbs that could be used. For each 
verb, suggest an adverb that could be used to describe the verb. 
Working on your own, use this format to revise your paragraph: 
Add. Add any detail necessary to make the paragraph more lively, colourful, and 
entertaining. 
Remove. Take out anything that does not have a specific purpose or is unclear or dull. 
Replace. Replace any words, phrases, or sentences that are unclear with ones that clearly 
• 
convey your meaning. 
Rearrange. Make any necessary adjustments to the order of words or phrases in the 
paragraph. 
Students should remember that the writing is theirs; when they work with a partner or a 
group they must choose only those ideas and suggestions that they want to use. 
The following are some comments and questions that may be used by the teacher in a 
revision conference: 
• 
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"I'm not sure about this part. Would you explain it to me?" 
"I like your introduction. What gave you the idea to start your writing this way?" 
"You've left me wanting to know what happened next Was this deliberate or are you 
going to write some more?" 
"How do you feel about what you've written?" 
"I'm having difficulty picturing this scene. Can you give me some more details?" 
"Why did you use this word? What impression were you trying to convey?" 
"Which parts do you think need changing?" 
Revising strategies are somewhat incremental in their effect and are therefore best 
introduced a few at a time. Different strategies are required for different kinds of writing. 
The value of revision is that students learn to rethink their writing. Ideally, students 
should become less concerned with the actual product of writing and more concerned with 
how it is produced. 
EDITING/PROOFREADING/FINAL DRAFT 
Revision and editing are not mutually exclusive. During revision, some proofreading 
may occur; during proofreading, some revision may occur. 
Proofreading, or editing, is the process of checking a draft to make sure that the 
following things are correct: 
• spelling 
• grammar 
• usage 
• syntax 
• capitalization 
• punctuation 
• title 
• 
• spacing 
• paragraph indentation 
The distinction between revising and editing is important and must be made clear. 
Students can best appreciate this .distinction by being involved in revising and proofreading 
over time. 
Editing, an easier process than revising and occurring earlier in the developmental stages 
of the writer, involves reading for conventions rather than content. 
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Editing is a skill that the teacher can introduce gradually, teaching one or two skills at a 
time within the context of the students' writing. It is important that students make their 
own estimates of what changes are needed in their revised drafts. Such estimates show the 
teacher what needs to be taught. 
The teacher can demonstrate the process and then encourage individual or group editing. 
As well, only certain aspects of a piece may be focused on at any one time. It is 
important to realize that learning correct form takes time, experience, practice, and 
willingness. 
Editing checklists are useful. An example of such a checklist is provided in Appendix 
B. These checklists often focus on two or three aspects of writing only. Checklists are 
found in many sections of the language textbooks and in various style guides. Teachers 
often make up their own checklists or use those in the school's style guides. 
The importance of the editing and proofreading stage is to teach students to do their 
own editing. Traditionally, teachers did much of the editing during marking. The teachers 
got the editing practice, not the students. The strategies suggested here make students 
responsible for editing. This may mean sacrificing thoroughness at the beginning, but the 
benefits are worth it. 
PRESENTING/PUBLISHING 
To motivate students to do their best writing, the writing program should encourage 
students to present their work whenever possible. If students realize that they are writing 
for an audience other than the teacher, they will often take far more care in their work. 
Publishing means "making public". There are many forms of publication: 
• posting papers on the bulletin board 
• reading stories and poems to the class or to younger students in other classes 
• placing striking sentences, phrases, or words on the bulletin board 
• publishing class newspapers and magazines 
• submitting writing for school board anthologies 
• submitting writing to the NT A English Council 
• making anthologies of class writing and having them placed in the school's resource 
centre 
• mailing letters 
0 dramatizing scripts for peers or younger children 
• making tapes of stories, with suitable sound effects and music 
• using copies to produce something students can take home and share 
Students should be given the opportunity to choose which piece of writing is to be 
published. The choice may be the result of a conference with other students or the 
teacher, but is ultimately the student's choice. 
This final stage prompts the teacher to do something with student work other than store 
• 
36 
it for evaluation. Student writing should be shared with others, and, if possible, students 
should receive responses from their readers. 
MANAGING THE WRITING PROCESS 
The writing process need not be followed in its entirety with all pieces of writing. 
There will be much incidental writing, journal writing, and writing in response to literature 
that will not follow the writing process. 
Even formal writing activities do not require that students go through the entire writing 
process. Students may begin several pieces of writing in response to a unit, chapter, 
theme, or idea, but take only one of them through the entire process. 
Some topics are particularly useful for prewriting activities. Once students have done 
the prewriting and perhaps made a tentative outline of their topic, they are finished with 
the task. Other writing can stop after the frrst draft. Many pieces of writing can end at 
the revision stage. 
Here is an example of the way the writing process might work in your classroom. You 
provide students with several writing tasks, say five. Your students will do the prewriting 
task for all five, but terminate three of them after they have written a frrst draft. For two 
others, the complete several revising and rewriting activities. As a final assignment, your 
students can pick one of their writing tasks to complete the editing and proofreading stage, 
finishing by sharing of the work with others.* 
It is up to each teacher to decide whether or not his/her students need more editing 
practice. However, as the prewriting and revising stages contribute most to the 
improvement of students' writing, teachers may get better results for their efforts if they 
spend more time planning prewriting and revising activities than grading finished work. 
*Sam D. Robinson et al., Bridges 3: Teacher's Guide. Scarborough, Ontario: Prentice-
Hall, 1987, p. 14. 
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Some Strategy Ideas 
Unit 19, "Language Study", of the text, Fast Forward is a good source of ideas for: 
• Grammar and Usage 
•Adjectives 
•Adverbs 
• Adjectives, Adverbs, Sentences 
•Usage Problems with Adjectives and Adverbs 
Three chapters in S. Robinson, et. al., Bridges 4 (Scarborough: Prentice-Hall Canada, 
Inc., 1987) contain many strategy ideas: 
Chapter 20, "The Cumulative Sentence and Sentence Combining". A section of this 
chapter is copied and presented in Appendix C 
Chapter 2, "Basic Patterns of a Paragraph" 
Chapter 21, "Writing Description, Writing Narration, Writing Exposition". This 
chapter looks at the basic structure of these paragraphs. 
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OBJECTIVES 
The following objectives for Oral Communication/Interpersonal Communication are core 
to Basic English 1102: 
• To learn speaking and listening skills 
• To recognize appropriate speaking and listening behaviour 
• To appreciate the value and power of collaborative learning 
• To learn effective procedures for small group learning behaviours 
• To understand the nature of group interaction 
• To develop a command of language so as to speak effectively, with or without specific 
preparation, when called upon to do so 
• To be sensitive to audience response and to be responsive listeners 
OPPORTUNITIES 
Based on the concerns of the students and the above objectives, many opportunities for 
realistic oral work will present themselveso They can be both formal and informal, 
although it is likely that more opportunities for informal work will occur. Oral 
communication is a normal part of the individual work, pair work, group work, and class 
discussion. However, at times it needs to be presented as a skill in itself; there should be 
periods where it is the sole focus of instruction. The following activities are recommended 
• Brief conversational answers • Small group reports 
• Creative brainstorming • Reports to c.lass 
• Oral prewriting activities • Oral reading (literature) 
• Sharing written work · • Literature discussions 
• Small group discussions • Telling anecdotes 
• Role playing • Impromptu speech 
• Report of communication project 
GROUP WORK - ADV ANT AGES 
• The ability to work well within a group is an essential lifeskill necessary for success on 
the job and/or at school. 
• Group work allows students to share the responsibility for their work and its results. 
Individual levels of responsibility increase since involvement is difficult to avoid. 
Student participation in the setting of realistic goals increases motivation. 
• During the natural give-and-take in a small group, students absorb ideas because they 
are communicated in terms they understand. (Sometimes when a teacher fails to 
reach a student, other students can reach him/her.) Also, expressing ideas helps to 
crystallize them. The interaction of minds produces stimulation that can be provided in 
no other way. 
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• Expectations generated by fellow students for completing a group task substantially 
improve the degree and kind of learning. 
• Group work provides experience in leading and following. 
• Respect for one another is encouraged by projects which cultivate initiative, self-
discipline, and cooperation. 
• Group work furnishes small, realistic audiences. Students learn to evaluate their own 
opinions and those of others. 
• Group work can give the teacher time for individual conferences. 
• Students can contribute according to their different capacities. Even reticent individuals 
should feel comfortable expressing themselves in a small group. 
• In completing a task or achieving an objective, students learn problem-solving 
techniques. 
• Group work is a very important method of learning. It ranks with whole class 
instruction and individual instruction. It is in the give-and-take of conversation, the free 
flow of ideas generated and expressed in their own language, that students begin to 
understand concepts and develop confidence in their own ability to communicate. 
However, not all students learn best by the same method. The ideal curriculum 
provides a manageable range of alternatives throughout the year. Various learning 
methods help compensate for each learner's deficiencies by providing experiences that 
might ordinarily be avoided. Using different approaches at different times ensures that 
students will develop tolerance and flexibility in personal learning styles. 
INITIATING SMALL-GROUP WORK 
• Start small. Work with one group while the rest of the class is working on assignments 
related to previously taught work. 
• Select members of the group carefully to ensure that good group dynamics are 
established. 
• Assign a highly motivated and manageable topic to one group as a trial run. Explain 
the assignment carefully and set a time limit, perhaps ten or fifteen minutes. 
• Once the first group is functioning well, form a second group. Thus, some students will 
be working with the teacher, others in a group on their own, and the rest individually. 
After a couple of days, the whole class will have had experience working in groups. 
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• At the beginning of each period in which group work is required~ explain what is 
expected of each group and outline the tasks on the chalkboarde 
• Have all materials organized and available so that students will not need to interrupt 
unnecessarily. 
• Remember that it might take four or five sessions of small group work to reveal its 
benefits. 
ROOM ARRANGEMENT 
A circle, square, or triangle arrangement in which all members can make eye contact 
and converse easily (and reasonably quietly) is necessary. Each student must feel that s/he 
is part of the group. Room arrangements should permit students to get into groups quickly 
and quietly. Before the class separates into groups, every student should know with whom 
s/he is to work and in what part of the room. 
THE GROUP TASK 
Tasks suitable for group work must be selected with care. At frrst, tasks must be short, 
highly structured, and unlikely to lead to conflict 
Once students have been introduced to the process of small-group work, the teacher 
should aim for variety in the group tasks. 
• Brainstorming. Brainstorming helps students produce ideas·. 
• Discussing. Discussion increases interest and involvement. For example, students may 
debate a current controversial topic, confer about topics for writing, or plan how to 
accomplish an assignment. 
• Individual reporting. This provides supplementary information. 
• Role-playing. Students are given a situation or an incident. Each member is given a 
role to play and all members discuss what these roles involve. The group then 
rehearses the situation. Students might role-play a scene from a novel, a story from a 
• • 
newspaper, or an 1nterv1ew. 
• Projects. Students work cooperatively to help one another with a project. Projects 
could include compiling anthology of favourite poems, making a group collage that 
depicts a theme, or preparing a class newspaper. 
• Research planning. Students generate questions to discover exactly what it is they 
want to know. They can plan interviews, surveys, and questionnaires. With the 
teacher's help, students can identify and gather resource material.. 
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• Writing. Students can meet in small groups before, during, and after writing, for one 
or more purposes: to generate ideas, to help one another with the revision of frrst 
drafts, to share work in progress and receive feedback, to proofread one another's 
writing, and to engage in peer evaluation. 
• Evaluating. Students estimate and summarize their accomplishments. 
GROUP ROLES 
Successful groups have a good balance of members who are capable of playing various 
roles. The following approach can at times be used to create this awareness. 
Define the following five roles: 
Leader/Checker 
• checks to make certain that group members understand the task 
• defines the problem, helps others to be clear on a procedure to follow, starts group 
activity 
• checks that everyone agrees with the group ideas/answers 
• contributes to the discussion 
Encourager/Praiser 
• praises group/individual for sharing, helping, listening or checking ideas 
• shows regard for others by giving them recognition 
• accepts contributions 
• contributes to the discussion 
Active Listener 
• listens well to others' ideas 
• responds to what others say and paraphrases in order to make certain everyone 
understands 
• looks for ideas and asks others to contribute 
• contributes to the discussion 
Recorder 
• records group answers/ideas once all members agree 
• helps keep the group on task 
• pulls together related ideas 
• contributes to the discussion 
Observer 
• records the interactions on an observation sheet, but does not get involved in the 
discussions 
• notes who speaks and the number of times, who speaks to whom, the patterns of 
speaking - whether to individuals or to the group 
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If there are five people in a group, each student should be encouraged to take on one 
role each for a group activity. After the activity, there could be a discussion on their 
roles. Subsequent activities could fmd students with different roles. This approach could 
be used with the following activity (Robinson, S., et.al., Bridges 4, Prentice-Hall Inc., 
1987). 
ACTIVITY 
Methods of Reaching Agreement 
Luck: Drawing a straw or picking a name out of a hat are examples of using 
luck to come to a group decision. This method works as long as 
everyone agrees to abide by the results. 
Majority: This method involves taking a vote. Usually, a simple majority, or 51 
percent, of the voters can decide a matter. 
Consensus: In reaching a decision by consensus everyone must freely agree with the 
final decision. This method involves discussion and persuasion through 
discussion. 
Force: Examples of force being used to reach a decision include threats, 
blackmail, bribery, and appeals to authority. 
Compromise: Compromise involves bargaining to bring all members together to a 
common decision. 
Reaching a Decision 
1. Form groups of three to five members and choose a recorder. 
2. As a group, rank the methods in the above chart from the most to the least desirable. 
Before you begin you may have to agree on what desirable means. 
3. The group's task is complete when the ranking is finished and each group member can 
give the reasons for the group's decision. 
4. As a class compare each group's rankings and the reasons for these rankings. 
5. Discuss the ways the groups arrived at the rankings. 
a. How was the group decision reached? 
b. What do group members think about the method used to reach the decision? 
c. What if a group did not reach a decision? What are some alternatives to a group's 
inability to reach a decision? 
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d. What communication skills were used during the group decision-making process? 
Rules could also be assigned to the following activity which is ideal for developing an 
awareness of groups processes. 
A SUGGESTED EXERCISE FOR EXPERIENCING VALUES 
Purpose: 
To involve the students in the process of examining their values in a non-threatening 
way and to open the door for a meaningful discussion of values in general. 
Preparation: 
If the group is small it is good to gather the actual items listed below so the students 
have something tangible to work with. However, if you are dealing with a whole class, 
divide it into several groups of six to eight and give them slips of paper with the name 
of the items listed below: 
dollar bill 
TV Guide or Movie Guide 
• • 
aspmn 
toy gun (to represent a real gun) 
car keys 
a text book or encyclopedia 
a Bible 
copy of the Charter of Rights 
a valentine 
Instructions: 
1. Each group is to frrst come to an agreement as to what value each of the objects 
above symbolizes for them. For example, aspirin may symbolize good health, or it 
may symbolize hallucinogenic drugs. The gun may symbolize power or it may 
symbolize self-defense. 
2. After each group has decided what the objects symbolize in terms of possible values, 
each individual in the group should arrange the objects according to his own 
hierarchy of values. 
3. Next each group should come to an agreement as to how these objects are to be 
ordered. This requires that each individual mention his own ordering, and why he 
followed it. When several groups are involved, each group can present its list to 
other groups for comparison, both of interpretation of the symbols and the ordering 
of the values they represent. It would be interesting to see if any consensus 
emerges. 
NOTE: There is a great deal of learning that can take place in the groups as they 
discuss their interpretation of the symbols and the hierarchy of values, so 
ample time should be provided. Also their interpretation of symbols can be 
very enlightening for the teacher. 
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4. When all the comparing is completed you may want to stimulate further discussion 
by some of the following questions. 
Discussion of Values 
1. In discussing the symbolism of the various objects, were you surprised either by the 
disagreement or agreement of interpretation? For example, that money could be 
approached in so many cliff erent ways. 
2. How did you feel when you realized that you were not always in agreement with 
others? Did you want to convince them of your interpretation or were you eager to 
agree with them? Could you agree with the final list? 
3. How about the ordering of the objects? Did you find it hard coming to agreement? 
Did you have to back down often? Were you able to convince others of the 
correctness of your suggestions? 
4. Do you think your final ordering of the objects would be acceptable to your 
parents? In what ways do you think they would differ? Do you think they would 
have interpreted the symbols differently? 
5. How does your list compare with the values presented to you by your parents, or 
by society at large? Do you find there are serious differences? How do you feel 
about that? 
6. Do you think others influence you very much in forming the values you have? 
Who? How? Is this a good influence as far as you are concerned? How do you 
judge that? 
7. Do you think someone from a different culture would come up with a different 
ordering of the same list of values, for example, a Russian? Is this good or bad? 
Does it indicate anything? 
8. Do you think you will change the ordering of these values as you grow older? 
Why or why not? What would be areas where you doubt if you would ever 
change? 
9. How much do you think our inner needs determine the values that we hold? Do 
you feel there are some values that are important to you that aren' t represented on 
the list? What are they? 
10. Do you think, if we re-arranged the groups and did the exercise again, we would 
come up with some new values and some new ordering? Why? 
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FACILITATING 
The teacher's primary task is to show interest in students' opinions and confidence in 
their abilities. A supportive atmosphere ensures that students will develop confidence in 
themselves and others. The teacher must be relaxed and patient; growth in a new skill 
takes time. 
The teacher and the students should establish group guidelines, to ensure that 
• each person speaks 
• group members listen carefully 
• work is shared fairly 
• group responsibilities are shared by all members 
These guidelines must be adhered to by the teacher as well as the students. There 
should be enough flexibility to encourage the development of a sense of responsibility. 
Students must follow the guidelines because they agree that the guidelines are just and fair, 
not because they are dictated. 
Timing is crucial. Pacing of group activities must be fast: momentum will carry the 
activity forward. Too slow a pace causes problems. Students must be given the minimum 
amount of time to do a task rather than the maximum. 
Procedures for resolving conflict should be in place. However, to keep the group 
process alive the arbitration of the problem should be the group's responsibility. One 
method is as follows: 
1. The group discontinues discussion of the topic and deals with the problem. 
2. Each group member explains her/his view of the problem. 
3. The group leader restates conflicting opinions. 
4. The group brainstorms possible solutions. 
5. The solution that is selected must be reached by consensus. 
6. If this procedure takes more than five minutes, the teacher determines a solution. 
When the process has been completed, the teacher provides the group with an appraisal 
of its efforts. If this procedure is followed consistently, groups will learn how to resolve 
their own conflicts and how to be responsible for their own behaviour. 
Evaluating Group Experiences 
If a group activity has been generally successful, a class discussion about why certain 
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groups were able to accomplish more than others is a useful activity. To make it as easy 
as possible for students who find it difficult to speak~ the teacher can stress the importance 
of attentive listening and the value of asking questions that help clarify an issue. 
If a teacher discovers that s/he has expected too much from a group discussion, then 
s/he must ask the following questions: 
• Where the directions clear? 
• Did the group have the necessary facts? 
• Did the leader understand her/his duties? 
Also, students should write down their impressions of what went wrong. 
A rating sheet helps each group diagnose its own difficulties and evaluate its 
accomplishments. 
A conference with group members can help students evaluate their performance. The 
teacher can ask the group questions and have them use their responses to plan 
improvements for the future: 
• Are you pleased with your group? Why or why not? 
• Did everyone participate in the group's task? Tell me what everyone did. 
• Where there times when it was hard to stay on the topic? How did you deal with that? 
• If you were to work in a group again, what changes would you want to make in your 
behaviour or work habits? 
• What did you learn in your group? 
If the teacher is unable to meet with each group each time, the students could be 
responsible for answering such questions themselves. 
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Personal Response Sheet (Participant) 
Your Naine: 
Members of Your Group: 
Write down five words that come to mind when you think about each of the following: 
A. Your feelings about your experiences in the group. 
B. Your contribution to the group. 
Using the words you have listed above, take the next few minutes to write a paragraph 
describing your personal response to the group experience. 
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Personal Response Sheet (Observer) 
Your Name: 
Member of Your Group: 
Write down five words that come to mind when you think about each of the following: 
A. Your feelings about your experiences as group observer. 
B. Your feelings about not being able to participate. 
Using the words you have listed above, take the next few minutes to write a paragraph .1 
describing your personal response to the group experience. 
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Discuss What Happened 
1. Consider the following questions as you discuss your experience: 
a. What were the patterns of communication within the group? Who spoke to whom? 
Who talked? How often did the person talk and for how long? Who triggered the 
thinking of others? In what ways? How did each member feel about his or her 
participation? What could have been done to gain participation from more members? 
b. Were all group members able to obtain information easily? Did group members 
share their information appropriately, request information from each other, and create 
conditions under which the information could be shared? 
Ce Were the resources of all the group members used? Did group members listen to 
everyone? 
d. How did the group make decisions? 
e. What problems did the group have in working together? 
f. What conclusions about communication can be made from the group's experience? 
2. Have the observer reveal the record of communication patterns. The group could then 
discuss whether this record parallels what they thought was happening in their 
communication with each other. · 
3. Based on your discussion, complete the following Group Response Sheet. 
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Group Response Sheet 
Your Name: 
Members of Your Group: 
Positive Factors: 
What made your group work well? 
Identifying the Difficulties: 
Suggestions for Improvement: 
What can you do next time to improve group work? 
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GROUP WORK: INDIVIDUAL EVALUATION BY TEACHER 
NAME: 
DATE: 
During group work, does the student 
• speak at appropriate time? 
• make relevant comments? 
• speak clearly? 
• speak at an appropriate rate? 
• maintain eye contact with the group? 
• listen attentively? 
• use appropriate body language? 
• follow directions? 
COMMENTS: 
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Yes No 
GROUP WORK: TEACHER EVALUATION 
Group Members:----------
WORKING IN THE GROUP 
• Group members took task seriously . 
• Each group member contributed. 
• Conflicts were resolved quickly. 
PREPARATION OF MATERIAL 
• Charts, visuals were neat. 
• Charts, visuals were accurate. 
• All preparations were complete. 
PRESENTING TO CLASS 
• Presentation was clearly made. 
• Presentation was organized and logical. 
• Presentation was complete. 
• Visuals were used well. 
OVERALL IMPRESSION (CIRCLE) 
• The group's efforts were excellent 
satisfactory 
Date: 
in need of improvement 
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---------
5 4 3 2 1 
5 4 3 2 1 
5 4 3 2 1 
5 4 3 2 1 
5 4 3 2 1 
5 4 3 2 1 
5 4 3 2 1 
5 4 3 2 1 
5 4 3 2 1 
5 4 3 2 1 
Total: /50 
Feedback 
Feedback is simply the giving of information to a person or to a group on the 
effectiveness of something. The purpose of feedback is to help students become sensitive 
to the actions and reactions of others. Feedback helps students keep their behaviour 
appropriate, on target and on course. For example, during an oral feedback session some 
students may say that a particular student talked too much, excluding others. Such 
feedback can motivate the student to modify his/her behaviour. 
Feedback is given in several ways. A nod of the head, a facial expression, a pause, or 
a simple yes are all forms of feedback. Feedback can be verbal or nonverbal, oral or 
written. 
Feedback helps students become aware of their behaviour; it can reinforce the good and 
help change the bad. The person who receives the message gives the feedback, but the 
sender must decide is s/he wishes to change his/her behaviour. Effective feedback helps 
students clarify their relations with one another. 
Here are a few points for students and teachers to remember: 
• Feedback is better if it is descriptive rather than evaluative. 
• The giver of feedback should be careful how s/he presents it. A voiding evaluative 
language reduces the chance that the person getting the feedback will react defensively. 
• Feedback should be specific rather than general. 
• Feedback should be appropriate and take into account the needs of both the receiver 
and the giver of the feedback. Feedback can be destructive when it serves only the 
needs of the person giving the feedback and fails to consider the needs of the person on 
the receiving end. 
• Feedback shou~d be practical; it should focus on behaviour that the receiver can do 
something about To remind a person of a shortcoming over which s/he has not control 
is senseless and cruel. 
• Feedback is most effective when it is requested. 
• Feedback should be timely; it should be given at the earliest opportunity . 
• 
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THE STUDENTS' ROLE 
Students working in small groups should learn to 
• listen politely to the viewpoints of others. 
• work independently of the teacher and learn to solve problems on their owno 
• concentrate on the task at hand without digressing or disrupting other groups or the 
teacher. 
• discuss issues without arguing too much or rejecting ideas without considering them. 
• share ideas and materials with others in the group. 
TO BE A GOOD PARTICIPANT 
• Plan for the meeting by identifying the purpose of the group and your purpose as a 
member of the group. 
• Be an active and positive contributor to the discussion. 
• Select and use positive roles; eliminate negative roles. 
• Cooperate with, and be accepting of, the leader and the group members. 
• Be an active listener. 
• Consider new ideas and those that are different from yours. 
• Do everything you can to make the meeting successful and to prevent unnecessary 
delays. 
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ACROSS THE CURRICULUM CONCERNS 
Other Subjects 
The students of Basic English 1102 are also enroled in several other courses. 
What are these courses? 
What are the concerns and subject matter of these courses? 
What learning processes or learning models are involved? 
There is a tendency in those courses to use a learning process that parallels the writing 
process. That is, there is: 
1. A "pre" stage of establishing purpose, eliciting prior knowledge through 
discussion, brainstorming, and outlining in various ways; 
2. A "draft" stage of encountering and processing relevant information (making it 
my own) through reading, listening, talking, notetaking, writing rough drafts; 
3. A "revision" or consolidating stage of relooking at knowledge in view of the 
rough draft, modifying and expanding where necessary, revising the draft in terms 
of coherence, unity, grammar, punctuation, and spelling; and 
4. A "presentation" or publication stage of giving the revised product to the teacher, 
making an oral presentation to the class, and/or displaying the work in a more 
public way - on the corridor, to other classes, to parents on special occasions, or 
for contests. 
In general, the students are reading, writing, talking, and listening in all other subject 
areas. They need, therefore, to be aware of how a writing process, of how a reading 
process, and of how the role of talk in learning alf apply to other courses. By inference, 
the teacher of Basic English 1102 must capitalize on these "Across the Curriculum" 
requirements by: (i) being aware of the opportunities; and (ii) by fostering inter-subject 
integration by the students and by the teachers of other courses. 
"Across the Curriculum" concerns must be teacher-centred if they are to be a successful 
part of the students learning process. They demand an active approach by the teacher. 
That is, there must be a plan. Such a plan could be either on an informal or a formal 
basis depending upon the number of teachers involved, and the working and organizational 
climate of the school. 
In any event, a plan is needed and if it is somewhat structured it would heighten the 
value of what Basic English 1102 is about - assisting students in the further development 
of their language skills so as to have a more successful experience with learning . 
• 
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A PLAN FOR WRITING ACROSS THE CURRICULUM 
The following are some types of writing in potential courses for students in Basic 
English 1102: 
General Science 1200 
• measunng 
explain a statement 
take a stand/point of view 
identify/list 
describe - events - results - process 
use tables, graphs 
relate (facts) to other 
(answer questions) 
define 
records of experiments 
observations 
Religious Ed 1108 
term essay 
short essay 
charts 
dialogues/scripts 
reports 
letters 
poems 
journal entries 
Thematic Literature 1200 
comparing/contrasting 
explaining 
reports 
poems 
essays 
scripts 
essays 
collecting 
listing 
biography sketches 
outlines 
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Biology 2205 
lab reports 
project - write-up 
- outline 
record observations 
write equations 
get info from books/people 
writing formulas 
write library report 
research info 
Cultural Heritage 1200 
explaining 
• 
mapping 
poetry 
short essay 
listing 
recording 
graphing , 
interviewing 
predicting 
reports 
presentations 
cartooning 
defining 
Foods 1100 
listing 
paragraph 
reports 
charting 
journal of foods 
projects 
French 2100 
sketches 
vocabulary exercises 
paragraph writing 
dialogues 
Lists of types of writing for other courses can be generated just as easily. 
When the teacher of Basic English 1102 recognizes that a more significant growth of 
students' writing skills can take place in an integrated learning process, then decisions can 
be made about what strategies should receive priority. To facilitate such integration, 
questions such as the following can be used. They can also serve as discussion points 
with the other teachers of the Basic English 1102 students 
1. What other courses are students taking? 
2. Who are the teachers of these courses? 
3. Will the principal support my endeavours by calling a brief meeting of all 
concerned? 
4. What writing opportunities are there in each subject? 
5. What term plans are there for writing assignments - the kind, the number, the 
dates due? Can we agree on a Writing Calendar? 
6. What are the underlying principles of writing in each subject? Getting students 
to use their own language as an aid to making knowledge really theirs or 
something less than that? 
7. What are the expectations appropriate for these students? 
8. How can we most effectively assist these students in writing? 
9. How does the writing process model work and boost learning? 
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lOo Will students have opportunities to discuss ideas and concerns, to ask questions, 
to write rough drafts, to revise their work? 
l l o What are the most realistic approaches to having students apply the various 
written conventions to their work? 
12. Can all teachers cultivate the use of some informal writing by having students 
keep journals and notebooks? 
13. Will all teachers illustrate to their students the process learning model the 
subject uses? And what the intent of this model is? 
14. How often do teachers need to meet (formally or informally) to work on 
common goals and to assess progress? 
Other Concerns 
Ideas similar to those in the last section, "A Plan for Writing Across the Curriculum", 
could be generated for "Reading Across the Curriculum" and "The Role of Talk in 
Learning Across the Curriculum". Questions could be framed, meetings held, ideas 
suggested, and policy f onned. 
Reading Across the Curriculum 
The Role of Talk in Leaming 
Enough information is given elsewhere in this Resource Packa.ge to help with these 
topics. 
There are other objectives central to Basic English 1102. To help in meeting the 
following objectives, several text chapters are highlighted and some resources are provided: 
• To make notes 
• To learn and practice a basic study method 
• To answer different types of questions 
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• To write exams 
• To understand the purposes of time management 
• To solve problems by applying a systematic approach 
• To explore the idea of learning styles 
Chapter 20, "Study Skills" in S. Robinson, et. al, Fast Forward: Destinations 
(Scarborough: Prentice-Hall Canada, Inc., 1990), provides the following resources 
Chapter 20: Study Skills 
• Answering Questions 
• Reading on the Lines 
• Reading between the Lines 
• Reading beyond the Lines 
Chapter 21, "Leaming Skills" in S. Robinson, et. al, Fast Forward: Destinations 
(Scarborough: Prentice-Hall Canada, Inc., 1990) provides the following resources: 
Chapter 21: Learning Skills 
• Organization 
• Time Management 
• Memory 
• Categorization 
• ·cue Cards 
• Thinking Skills 
• Personal Learning Skills 
- My Learning Profile 
Appendix D contains a copy of Chapter 22: "Resource Chapter: Exams" from S. 
Robinson, et. al., Bridges 4 (Scarborough: Prentice-Hall Canada, Inc., 1987). The 
following outline shows the scope of the chapter: 
Chapter 22: Resource Chapter: Exams 
• Understanding the Whole 
• Time and Priorities 
• Understanding Each Question 
- Key Words 
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.. 
• Getting Started on an Essay Answer 
- General Outline 
- Rephrasing the Question 
• Final Reminders 
Appendix E contains a copy of Chapter 1: "Study Skills" from Paula S. Goepfent, et. 
al., The Conununications Handbook (Scarborough: Nelson Canada, 1982). The following 
chapter outline shows the scope of the chapter: 
Chapter 1: Study Skills 
• Establishing Priorities 
• Knowing Your Resources 
• Asking Questions 
• The SQ3R Study Method 
• Making Notes 
• Using Lists and Outlines 
• Examinations 
Appendix F contains a copy of "Questioning and Answering" section from English as a 
Second Language JOB: Language Development Across the Curriculwn, Alberta Education, 
1986. The fallowing outline shows the scope of the material: 
• Questioning and Answering 
• Recognizing Different Types of Questions and Giving the Correct Form of 
Response 
•Memory 
• Translation 
• Interpretation 
• Application 
• Analysis 
• Synthesis 
• Evaluation 
• Recognizing Common Verbs Used in Instructions 
• Developing and Applying Strategies in Preparing for Tests 
•Developing and Applying Strategies for Writing Different Types of Tests 
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Appendix G contains a copy of the "Making Notes" section from English as a Second 
Language lOB: Language Development Across the Curriculum, Alberta Education, 1986. 
The following outline shows the scope of the material. 
• Making Notes 
•Recognizing Signal Words and Phrases 
• Classifying Information 
• Reducing Sentences through Word Omissions 
•Using Abbreviations 
• Paraphrasing and Summarizing 
•Point-Form Notes 
Notegiving/N otetaking 
· Certain subjects in school require teachers to give notes and students to take them. In 
addition, students are advised or personally decide to take notes in other courses. The 
manner in which notes are given and taken in such situations in integral to student success. 
Notes must be perceived as a means of learning, not an aid for rote recall. 
Notegiving/notetaking may be perceived as a four-stage process that encompasses 
movement form introduction to comprehension: <n outlining of information, (II) 
paraphrasing of information, (III) reviewing of information, and (IV) demonstrating. The 
teacher, in a typical course/lecture, is concerned only with the frrst stage, outlining of 
information. In contrast, the student is concerned with the whole process. For the process 
to be effective, especially for students deficient in reading, writing, and study skills, the 
four stages of the process must be taught. 
In the Outlining of Information, one can give notes by writing them on the board in 
point form. A vital process in students comprehending information is their "translating" or 
Paraphrasing the point form into full sentence/paragraph form. Strategies to assist this 
process are: 
• Have students reread the pertinent text material. 
• For practice, have students, working with their outlines only but having read the text 
material, translate orally the point form information. This involves repetition of ideas, 
perception or organization, paraphrasing into one's own words, listening for cue words, 
and a growth in comprehension. 
• Ask students (in class or for homework) questions on the information covered. 
• Insist on full-sentence, full paragraph form. To allow µie outline given in class as the 
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answer only fosters rote memorization and hence spoonfeeding. N.B. We must show 
students how to do this. It does not occur automatically, especially with students 
deficient in required skills. 
In Reviewing of Information: 
• Point out that the real value of notes (given the above process) lies in the need of 
reviewing them on a regular basis - as homework, before the next class, as a basis for 
pre-reading a new section, as a link with widely separated sections, as preparation for 
testing, as an aid to memory. 
• In class, refer to point form notes given previously, that is, review quickly earlier 
material, perhaps even shorter/fewer point forms. 
In addition to the above short-term reworkings of notes, ask students in assignment and 
testing situations to Demonstrate they comprehend the inf onnation. 
In class, show (again through point form) how the assignment or sample test question 
should be handled. 
There are other forms of notegivinglnotetaking that you may prefer. A recent example 
is the Split page method developed by Hiller A. Spires and P. Diane Stone (Journal of 
Reading, Oct. 1989, 36-9). Basically, the split page method uses the left side of the page 
for main concepts and the right side for details. For example: 
Offenses against the Public Order 
Two types of offenses 
Unlawful assemblies 
Tumultuous 
Riots 
Examples from the Criminal Code which 
threaten state authority or public order 
i) unlawful assembly 
ii) riots 
Section 64 - an assembly that may end in 
"tumultuous" disturbance, or may provoke 
others to tumultuous disturbance 
involves an element of violence or force 
Section 64 an actual tumultuous 
disturbance (from Canadian Law 2104) 
The same article by Spires and Stone suggests a series of Planning, Monitoring, and 
Evaluating questions for students to ask throughout the notegivinglnotetaking process. The 
intent is to increase concentration, build motivation, and so increase comprehension. 
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PLANNING (before taking notes) 
How interested am I in this topic? 
If my interest is low, how do I plan to increase interest? 
Do I feel motivated to pay attention? 
What is my purpose for listening to this lecture? 
MONITORING (while taking notes) 
Am I maintaining a satisfactory level of concentration? 
Am I taking advantage of the fact that thought is faster than speech? 
Am I separating main concepts from supporting details? 
What am I doing when comprehension fails? 
What strategies am I using for comprehension failure? 
EVALUATING (after taking notes) 
Did I achieve my purpose? 
Was I able to maintain satisfactory levels of concentration and motivation? 
Did I deal with comprehension failures adequately? 
Overall, do I feel that I processed the lecture at a satisfactory level. 
No matter which form you use, students need instruction on the method. (Spires and 
Stone found good success with 10 hours of notegiving/notetaking over a five week 
period.) Begin with brief examples. Take them through the process several times. 
Review from time to time. Gradually, turn the process over to the students so that they 
achieve some independence in their learning. 
Finally, the teacher of Basic English 1102 should feel free to use an across the 
curriculum selection as a source for appropriate material on notegiving/notetaking. 
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USING SCHOLASTIC SCOPE MAGAZINE 
Scope provides exciting high inte~st thought-provoking material for 
adolescents in Language 1102. The magazine contains materials of particular relevance to 
unenthusiastic readers. The magazine can be the basis for stimulating activities involving 
careful reading, clear thinking and effective speaking and writing~ Each of the 24 
editions brings the student easy-reading scripts and plays (i.e., adaptations of such plays as 
Romeo and Juliet, The Importance of Being Ernest, and Tobermory, originally a short 
story by Saki, one of the great masters of irony). Such plays foster reading development, 
oral participation, as well as motivation for discussion and writing. 
In addition to plays, Scope features media tie-ins, real life heroes, photography, 
interviews, book reviews, movie reviews, art work, and classics by writers like Bradbury, 0 
Henry, and Jack London. Scope contains good young adult literature, comics, self-help 
articles (there was an interesting feature on "Earth Day", 1990). The Scope Teacher's 
Edition often contains a "TeleGuide". One edition provided an indepth guide for the new 
movie of Hemingway's move, The Old Man and the Sea. Both the magazine and the 
tea~her's edition provide skill building and vocabulary enhancement exercises in each issue. 
Scope provides opportunities for 
• Sustained Silent Reading. The magazine encourages students to relax and read 
extensively a variety of genre. It encourages students to articulate a response to the 
issues raised. The short articles in Scope are particularly suitable for that extra 5-10 
minutes at the end of some period. The magazine helps promote, both at home and at 
school, the literacy environment these students require. 
• Lessons in Critical Reading. Scope provides questions to help students review plot, 
understand character, and discuss theme of various selections. 
• Read Aloud. Teachers can choose a Scope article periodically to read aloud, especially 
if class members are poor readers or students whose first language is not English. 
There is increasing evidence that pupils of all ages benefit from frequently hearing good 
readings of prose and poetry. 
• Pupil-Teacher Conferences. Scope articles are short enough so that teachers can 
discuss them frequently with individual students. Teachers can listen to a student's 
response and make a comment like: "That sounds really special, I think I'll read the 
magazine myself and let you know how it affects me". Such talk and discussion about 
the magazine helps teachers identify students needs in reading skills and in other 
language areas. 
• Language Study. Scope offers opportunity for the study of effective word choice, the 
study of sentences, images, metaphor, symbols, illustrations. There are crossword 
puzzles (homonyms and synonyms), word hunts, cloze passages, check-up masters for 
writing, practice in capitalization and punctuation. · 
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• Writing. Scope contains many innovative writing "prompts". Students are encouraged 
to keep response journals, write story extensions, write poetry and letters. Step-by-step 
help in the writing process from brainstorming and rough drafts to editing and polishing 
is provided as well. 
• Small-Group Disc~ion and Group Projects. One particular article on "mental 
illness" encouraged students to invite a guest from a local mental health association to 
their class. Another article "Heroes for Hire" promoted discussion and debate on the 
practise of athletes "selling" their autographs. As well there are often mini mysteries 
which students can study and solve as a group. 
• Advertising. The magazine contains actual advertising aimed at young people. 
Teachers can discuss the effectiveness of these advertisements by asking: 
- What proportion of the magazine is devoted to advertising? 
- Where is it placed? Why? 
- What kind of products or services are advertised and to whom do they appeal? 
- Are advertisements chiefly in black and white or in colour? What differences does 
it make? 
Several of the objectives of Basic English 1102 can be achieved if students could be 
encouraged to become regular (and discriminating) readers of Scope, along with other 
magazines and newspapers. Teachers might find it productive to use newspapers and 
magazines as a basis for stimulating activities involving careful reading, clear thinking, and 
effective speaking and writing. A study of newspapers and magazines, and indeed all 
media, can increase students' understanding of and appetite for knowledge and develop 
their ability to capture ideas from the printed page, radio and screen. 
To order Scope: 
Scholastic-TAB Publications Limited 
123 Newkirk Road 
Richmond Hill, ON 
L3R 102 
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ACTIVITIES FOR THE FURTHER STUDY OF MAGAZINES 
AND NEWSPAPERS 
The following are selected sections from "Teaching the Mass Media in AS English" , 
an article by Stowsky in Ideas for Teaching English.: Successful Practices in the Junior 
High School Grades 7-8-9, National Council of Teachers of English. 
A. Clip from your newspaper and put into your notebook one sample of each of the 
following parts of the paper. Label each clipping. 
1. Special column 
20 Sports story 
3. Advertisement 
4. Letter to the editor 
5. Local news story 
6. State news story 
70 National news story 
80 Foreign news story 
9. Want ad 
10. Editorial 
11. Political cartoon 
12. Index 
B. Clip the lead paragraphs of two news stories. Mount these on a sheet of notebook 
paper. Below each clipping list the five W's; then beside each of them, write the 
answer as you find it in the paragraph. 
C. Clip an editorial from your newspaper. Comment on the viewpoint of the editorial. 
Which of the following types is the editorial? 
1. Entertainment and comment 
2. Interpretation 
3. Crusade 
4. Argument and persuasion 
5. Stimulating thought 
Is the editorial more than one of the types listed? Explain. 
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D. Clip a news item from your newspaper. Clip a feature item from your newspaper. 
Label each. Comment on how one is concerned mostly with facts; the other with 
emotional appeal. 
Explain. 
E. Include columnists' articles on the following subjects: 
1. Radio and TV 
2. Motion pictures 
3. Sports 
4. News 
Write a meaningful sentence for each describing the columnist's viewpoint. 
F. Clip a photograph from the newspaper. Comment upon it by answering the following 
questions: 
1. Does the paragraph tell something worth knowing? 
2. Does this paragraph portray only fact? Is it free of opinion? Explain. 
3. Does this photograph provide information or understanding that could not be 
conveyed so well in words? 
G. Clip a political cartoon from the newspaper. Answer the following questions: 
1. What do the various symbols (elephants, donkeys, people, etc.) stand for? 
2. What opinions does this cartoon suggest? 
3. Are the opinions illustrated in this cartoon fair? Do you agree with them? 
H. Write an original news item of an event which might have taken place during the period 
of history you are studying in social studies. (Be sure to include the five W's.) 
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I. Using the Reader's Guide, list five articles for each of three specific subjects under the 
following general topics: 
1. Sports 
2. Travel 
3. A news event 
J. Write a letter in answer to a "Help Wanted" ad. (Clip the ad from your newspaper.) 
. 
K. Write a "Letter to the Editor" in answer to an editorial. (Clip ·the editorial from your 
newspaper.) 
Le Clip a news article from your newspaper. Write an editorial based on this news article. 
M. Write a headline and news article with your byline about some school activity or 
function. 
N. In the library choose one magazine which is of particular interest to you. Write a well-
constructed paragraph explaining your choice. 
0. Headlines. In newspaper offices headlines are usually written after the reporter has 
turned in his story. Writers of headlines try to follow these rules. Find examples of 
headlines to illustrate each of the rules. 
1. Tell the most important point in the story. 
2. Use exact names and figures whenever possible. 
3. Express complete thoughts. A subject and some fonn of a verb are preferred. 
However, one of them may be omitted if the meaning is clear. 
4. Use active verbs as often as possible. 
5. Omit necessary words such as articles and conjunctions. 
6. Omit the punctuation mark at the end. 
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Rewrite the following headlines: 
1. GAME IS WON IN LAST MINUTE 
2. STUDENT RECEIVES 1WO HONOURS 
3. MEETING OF THE STUDENT COUNCIL 
4. SEVERAL HUNDRED SCHOOL PAPERS SOLD 
5. THERE ARE TEN NEW STUDENTS IN EASTLAND SCHOOL 
P. Editorials. Bring to class a number of editorials from different newspapers. Examine 
them carefully and then answer the following questions: 
1. With what topic does each editorial deal? 
2. How does an editorial cliff er from a news story? 
3. Is the editorial written to entertain or to influence its readers? 
4. Can you find an editorial written for each of these purposes: 
a. to explain 
b. to persuade 
c. to criticize 
d. to express appreciation 
e. to give arguments 
Choose a school topic that interests you and write an editorial about it. Decide frrst for 
which of the five purposes you want to write it. Then follow this plan in the actual 
writing. 
1. State the situation about which you are writing. 
2. Develop your ideas concerning it 
3. Summarize what you think should be done or thought about it. 
Q. Letters to the Editor. Write a letter to the editor of your school paper or to the editor 
of one of the city's papers. You may use your own ideas or one of the following: 
1. Express appreciation for something done in school. 
2. Present a problem or a need of young people. 
3. Argue for or against a law or rule being considered. 
4. Agree or disagree with a letter or an editorial. 
S. Write a paragraph about radio or television commercials; discuss one which you 
consider acceptable and one which you do not, and give reasons for each. 
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T. Clip a news item or editorial from your newspaper. Draw a cartoon (like one on the 
editorial page) illustrating your viewpoint on the item or editorial. 
Uo Write an original script for a radio or TV commercial which you would consider 
satisfactory. 
V. Construct an original advertisement which you would like to see in a magazine or a 
newspaper. 
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COMPUTER IN BASIC ENGLISH 
Computers have many applications in the English classrooms. Each application has 
advantages and disadvantages, with the word processor application having probably the 
greatest impact. 
A. Some programs analyze the written· text and give feedback on the quality of the 
spelling, the frequency of grammatical errors, the readability and so on. Computers do 
such tasks thoroughly and fairly quickly, but the results are not always convincing or 
desirable. However, to the extent that there are spelling checks that indicate 
misspellings and leave them to students to make corrections, the application has indeed 
• some ment. 
B. Another computer application involves drill and practice exercises. However, grammar 
and usage drill and practice exercises are no longer a mainstay of English teaching and 
as such the frequency and widespread use of computerized drill and practice routines 
needs to be monitored carefully. In a few circumstances, drill and practice software is 
appropriate, primarily if a teacher wants to focus on a certain problem that one or a few 
students are having. However, it is generally advisable that after the student has used 
the software, the teacher should assign some writing and observe whether the student 
continues to make the error. If so, the software hasn't succeeded and the student should 
not be directed to use it again. 
C. Some computer applications take the form of simulations or games. A branching 
narrative is presented and the player's response determines the outcome of each 
encounter and the whole story. Usually, the player has to read something on screen 
before making a decision; thus such games test comprehension and improve reading 
skills. They may also exercise and improve logical thinking, mapping/diagramming 
skills and spatial thinking; problem-solving ability and vocabulary. Some software not 
only allows the player to participate in the story, but also to write his or her own 
branches for another player. In some cases the player must analyze a character in order 
to solve a mystery. 
D. Students enjoy using a graphics package to make illustrations, charts, and so on. 
Graphics programs also allow students who have difficulty with written and/or spoken 
language an opportunity to strengthen their understanding by manipulating a non-verbal 
medium. 
E. Software exists - some of it simple, some very complicated - for desktop publishing. 
The user can combine word processed text and computer graphics to create a number of 
publications - pamphlets and flyers, advertisements, newspapers, magazines, illustrated 
term papers and so on. These packages give students a real sense of publishing, and 
help to refine notions of genre, audience, and purpose. 
F. Unlike the above mentioned computer applications, the word processor does not attempt 
to analyze student's work or teach the student. It is a powerful and exciting writing 
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tool but is has its share of dangers and limitations. 
Students often like to write with word processors, even students who don't care much 
for writing usually. They can manipulate the medium easily. However, word processors 
by themselves will not teach writing skills. Improvement occurs when students show their 
written work to others and review it collaboratively. When this exchange is encouraged, 
students examine the overall structure and purpose of their work and make significant 
• • 
rev1s1ons. 
Word processors have characteristics that can significantly influence students' writing 
habits. 
• It is easier to edit and revise text on a word processor than on paper. 
• A writer can move sentences and paragraphs almost as easily as he or she can delete a 
single letter. 
• All revisions can be made neatly, so tedious recopying is unnecessary. 
• Students find that drafting and redrafting are more manageableo 
• The word processor has the capacity to print clear copies. With the neat type, students 
often respond by taking new pride in their work. 
• Reading hard copy allows the student a bit of distance from his or her composition. 
The need for changes can be sensed and those changes can then be input into the word 
processor and a new and equally attractive draft can be printed out rapidly. There is 
not extra effort required to produced multiple copies for classmates to read. 
The word processor gives students and teachers a unique opportunity to explore the full 
range of the writing process - prewriting, writing, and post writing performances. The 
writing process is not linear. Writing involves continuous movement between and among 
the various stages in the process. The following illustrates a computer/word processing 
program in use in the English classroom: 
Prewriting 
Writing 
• Brainstorm/recall topics, vocabulary, descriptive phrases, facts, details, 
generalizations 
• Identify the audience 
• Use computer functions to organize and sequence material generated during 
the prewriting activity 
• Write frrst draft 
• Edit individually, or by conferring with peers, teachers 
• Revise using the computer functions of inserting, deleting or moving 
• Edit as needed 
Post-Writing 
• Write a final draft focusing on correctness and precision 
• Print and share final copy with several audiences including peers, teachers, 
and others 
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There are indeed limitations with the use of word processors but these can be overcomeo 
• Keyboarding skills determine the rate of composition. Fortunately, typing skills 
adequate to the task are learned very quickly by the students. 
• Using word processors can be time consuming. It might be necessary to begin with 
short assignments. 
• In some classes there will be only one or a few computers available. However, several 
students can work successfully together at one computer station if the focus of the 
activity is discussion and exploration of ideas. Group work can be encouraged on the 
computer. 
• Hours of work can be lost in an instant. However, to minimize the danger, students 
could make back up copies of their files, and they could save their work frequently 
when they are composing at the terminal. 
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EVALUATION 
The evaluation process should reflect course aims and objectives, and teaching emphasis. 
Its purpose is primarily to promote learning, more so than to make a judgement about 
performance after learning is supposed to have taken place. 
The evaluation process should inf onn both students and their parents about student 
progress and achievement and show teachers where they need to make adjustments in 
curriculum content and materials, teaching method, student learning experiences, and 
assessment techniques. It involves self-evaluation and peer evaluation, as well as 
evaluation by the teacher. 
There are innumerable means, instruments, and strategies for evaluating students. Good 
evaluation practice will use all means available: 
• Checklists • Interviews 
• Observations • Writing Folders 
• Questionnaires • Analytical Scales 
• Surveys • Graphs/Charts 
• Tests/ Assignments • Cloze Tests 
• Examinations • Miscue Analysis 
• Conferences 
In general, many of the means above can be used to apply to most, if not all, of the 
content and objectives (and sub-objectives) of the course. 
Writing (and writing process) 
Reading (and reading process) 
Oral Communication and Group Dynamics 
Across the Curriculum Concerns 
Many of the above means can also be used in self-evaluation, peer evaluation, and 
evaluation by the teacher. 
Self-evaluation helps students to recognize their rates of progress, and their own 
strengths and weaknesses. Self-evaluation also helps students to understand what they are 
learning and why they are learning it Whereas, peer evaluation provides the opportunity 
for students to receive a wider range of responses than the teacher alone can provide. Peer 
evaluation also requires that students identify and understand the criteria on which their 
own work is being evaluated. 
It is especially important in Basic English 1102 that the evaluation process reflect the 
aims and objectives of the course. Here the aims and expectations of both the students 
and the course are different from those in the regular academic class of Language 1101. 
This point results in two main implications: one, the need for assessing personal growth; 
two, the need at times for using some alternatives to examinations. 
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The Teacher Resource Book for Fast Forward contains growth schemes to outline the 
progress of students in the following areas: writing, groups, oral language, independent 
study, response to reading, reading. Often such evaluation is independent of marks given 
for assignments. However, these assessments show a picture of the general development of 
the individual student. It should be noted however, that individual students do not grow in 
regular patterns; rather they grow through spurts and regressions. In any event, significant 
individual growth should be recorded in student achievement. 
Examinations place a high premium on skills such as thinking under pressure, writing 
quickly, spelling without a dictionary for reference, reading and understanding without 
being able to ask questions, being able to sit still for a long time and being motivated to 
do well. As a result, classroom tests and day-to-day assignments could figure prominently 
to see if students have developed the skills and learned the material which are stated 
objectives of the course. As well, short tests are likely to evaluate learning more 
effectively than the examination, since class tests can be written under less stressful 
conditions. 
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ESTABLISHING EXPECTATIONS AND COLLABORATING 
WITH OTHERS 
Teachers of Basic English should not be alone in their concern about their students' 
reading and writing development. Other classroom teachers, school administrators, parents, 
and students themselves have an important role in literacy development.. However, often 
efforts are not coordinated; and often, too, those concerned have differences in attitudes 
and beliefs about reading and writing. This can be a real problem for holistic teachers 
who find their beliefs about reading and writing in conflict with the beliefs of those with 
whom they must work closely. 
The fallowing are points for consideration over which leadership needs to be exercised: 
1. Other teachers, parents, and school administrators need information about students' 
reading and writing curriculum and some understanding about the rationale for the 
curriculum. It is not necessary that everyone share a common philosophy; but some 
serious consequences can result when people's expectations about curriculum differs. 
For example, there is indeed a basic difference in philosophy between those who 
believe that reading and writing instruction must focus on teaching isolated "basic 
skills" and those who consider the basic skill in reading to be "making sense". 
2. Collaborating. with other teachers and school administrators. 
- Basic English teachers need to affect the expectations of administrators and 
other teachers with whom they work. They need to anticipate areas of potential 
conflict and address those before problems arise. They need encouragement for 
this collaboration. 
- Most principals would be pleased to hear of what is giving on in classrooms in 
their schools. Frequent personal contact in a natural setting is perhaps the best 
method to discuss the reading and writing programs of students for whom all 
share responsibility. 
- Teachers can share samples of students' work with administrators and other 
teachers. Attention can be drawn to developmental changes. Student work can 
be displayed. 
- Basic English teachers can influence the selection of workshop people for their 
schools. They can participate on "key" committees, and they can share articles 
on teaching, reading, and writing with others. 
- Administrators can take leadership in encouraging all teachers to examine the 
reading demands, the writing demands, and the talking demands across the 
curriculum. Meetings are needed early in the year to set goals and to make 
decisions. These meetings should help all teachers feel ownership. These 
meetings will encourage all teachers to identify the strengths and needs of their 
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students can read and what they can write. 
- Basic English teachers should use all opportunities to define their curriculum 
and to invite collaboration. A goal should be to make clear what can be 
expected of their curriculum and to develop collaborative relationships and not 
to "convert" others. 
- School administrators have a lot to off er teachers of Basic English. They can 
work with teachers to establish school-wide literacy programs - sustained silent 
reading periods, paperback book programs, writing displays, and magazine and 
newspaper reading. 
3. Collaborating with parents. 
- Teachers need not become helpless victims of parental expectations. They can 
affect parents' expectations. Periodic newsletters, individual parent conferences, 
meetings with groups of parents, and telephone calls are some possibilities for 
communicating. The following is an example of a letter to parents explaining 
the writing process. 
I want to let you know what your child will be experiencing 
in English. A major emphasis will be on writing. Students will 
approach the craft of writing as a process: they will learn to 
use different forms of writing and to choose appropriate forms 
for different audiences and purposes. 
The students and I will be working and writing together. 
They will learn to value not only their own writing but also the 
writing of their peers. 
This approach to writing may be new to you, so I ask you to 
look through the course outline. You will see the emphasis is 
not wholly on the product; your daughter or sone will not be 
getting each paper back covered with red ink. Instead, we will 
work through one or two problems at a time. 
Student papers will be kept in a folder in the classroom; you 
are welcome to come and receive your child's progress. 
Please come in or send a note if you have any questions. 
Sincerely, 
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To affect parents' expectations, teachers need frequent communication about 
their goals and teaching methods. 
- The single newsletter or face-to-face meeting may not be enough. Frequent and 
open communication with parents will diminish the prospects of conflict and 
improve the prospects of collaboration. 
- Tact and diplomacy are required as often reading and writing are sources of 
conflict and stress between parents and their children. Parents, with children in 
Basic English, need to be encouraged to focus on reading and writing 
experiences that are likely to be natural, enjoyable, and purposeful. 
4.. Collaborating with students. 
- Students need to value reading and writing as meaningful, purposeful processes. 
Students must find strength and confidence to take the necessary risks. Whole 
language teaching helps pupils value what they can do and not be defeated by 
what they cannot do; it helps them trust themselves and their linguistic 
intuitions, and to become self-reliant in their sense of what they are reading. 
- Students should be teachers' most important collaborators. Essentially, teachers 
can teach but they cannot force learning; learning is a student prerogative. Let 
students know what the class will be doing and why. Involve students in some 
goal setting, materials selection scheduling, and evaluation. After a while, 
students can be asked for their evaluation of what teaching strategies they feel 
are the most effective and of which ones they find less effective. 
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APPENDIX A 
Using Cloze Testing To Learn About Reading Behaviours 
(From: Teaching and Evaluating Reading in the Senior High School, 
Alberta Education, 1988, pp. 83-87) 
2. Using Cloze Testing to Learn About Reading Behaviours 
Developed by John Bormuth ( 1975), the cloze procedure allows the teacher to learn about a 
reader's ability to come to meaning from a passage when the cues are reduced.9 
The cloze test examines the extent to which semantic, syntactic, and grapho-phonemic cues are 
used by the student to arrive at meaning. Sample cloze tests are shown in Figures 15, 16 and 17 
on the following pages. 
a. Procedures 
• Select a passage of about 250 words in length and, beginning with a word selected in the 
first sentence, delete every fifth (or tenth) word. 
• Type up the passage with blanks of equal size inserted for each deleted word. 
• Provide the students with oral or written instructions similar to those shown in the 
sample text in Figure 15 (page 84). 
• Score the test, giving full marks for the exact word or for synonyms of nearly the same 
meaning; part marks for "good tries'' -- that is, words that make good and reasonable 
sense in the context; and no marks for words that do not make sense in the context, or 
significantly alter the meaning of the passage. 
b. Cautions 
Because students are working with reduced cues, scores on cJoze tests are typically very low. 
This should be clearly explained to students to prevent discouragement. Cloze tests should 
not be used as a basis for student marks. They are, however, useful as a way of: 
• establishing a quantified base measurement against which progress in coming to 
meaning can be measured 
• coming to know how effectively students grapple with the problem of reading text for 
. 
meaning 
• discussing results with students and leading them toward an understanding of the 
interactive cue systems available to them as they approach text. 
c. Variations 
While the standard method for preparing a cloze passage is to delete every fifth word (as 
shown in Figu.re 17), a number of other approaches may be taken. The sample tests in 
Figures 15 and 16 demonstrate some of the possible variations. Having the students do a 
variety of cloze samples would lead to fruitful discussion about the role of structural cues, 
contextual definitions, and background knowledge in coming to meaning. 
• 
AAl 
In the sample cloze test in Figure 15, the rule of deleting every fifth word was applied only 
approximately. A word was omitted only where there were sufficient structural cues to enable 
the student to make an informed attempt at guessing the missing wordo 
INSTRUCTIONS 
At the bottom of this page is a sample of the kind of test which may be new to youo This kind 
of test is made by copying a few paragraphs from a book. Some words are left out of the 
paragraphs, and blank spaces put where the words were taken out. 
Your job is to guess what word was left out of each space and to write that word in the space. 
It will help you in taking this kind of test if you remember these things: 
1. Write only one word in each blank 
2. Try to fill every blank. Don't be afraid to guess 
3. You may skip hard blanks and come back to them later 
4. Wrong spelling will not count against you if we can tell what word you meant. 
Here is a sample paragraph for you to read: 
The settlement of Red (1) stands roughly where the (2) of Winnipeg 
,stands today. By the 1840's 1t was occupied mostly (3) Metis who were people of 
European and Indian ancestry. Most Metis (4) little interest in farming or 
establishing a permanent at Red River. They were a hunting (6) forced 
to follow the buffalo (7) and so life was (8) . The settlement (9) 
----
little more than a cluster of Metis tents around the Fort Garry trading ( 10) 
(from Canada Today, p. 237). 
FIGURE 15 
SAMPLE CLOZE TEST # 1 
The original text contained these words: (1) River; (2) city; (3) by; (4) had; (5) settlement; (6) people; 
(7) herds; (8) nomadic; (9) was; ( 10) post. 
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In Figure 16 below, an early key word has been deleted, and key knowledge words are deleted 
throughout the passage. Reading this passage would thus be much more difficult and require much 
greater prior knowledge of the subject than reading the passage shown in Figure 15. After 
attempting a passage such as the one shown in Figure 16, students could discuss what cues they used 
in making their word choices. 
The (1) of Red River stands roughly where the city of (2) stands today. 
By the 1840's it was occupied mostly by (3) who were people of European and 
Indian ancestry. Most Metis had little interest in (4) or establishing a permanent 
settlement at (5) River. They were a hunting people, forced to follow the (6) 
herds and so life was (7) . The settlement was little more than a cluster 
-of-M-et-is-(8-) around the Fort (9) trading (10) 
FIGURE 16 
SAMPLE CLOZE TEST #2 
----
The original text contained these words: ( 1) Settlement; (2) Winnipeg; (3) Metis; (4) farming; 
(5) Red; (6) buffalo; (7) nomadic; (8) tents; (9) Garry; ( 10) post. 
In Figure 17 below, the standard cloze testing procedure has been followed, with every fifth word 
deleted. Students could do this and one of the previous formats and discuss which variation of the 
text was easier to complete, and why; 
The settlement of Red (1) stands roughly where the (2) of Winnipeg 
stands today. (3) the 1840's it was (3) mostly by Metis who 
(4) people of European and (5) ancestry. Most Metis had (6) interest in 
farming or (7) a permanent settlement at (8) River. They were a 
(9) I ittle more than a ( 13) of Metis tents around ( 14) Fort Garry 
trading post. 
FIGURE 17 
SAMPLE CLOZE TEST #3 
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Another variation of cloze testing is the multiple-choice form shown in the example below. This will 
yield better scores to students and will serve to test the extent to which they are making meaning 
from the context of what they are reading . 
These sample questions below are from the multiple-choice version of a cloze test prepared for the 
State of New York (Board of Regents, 1979). The test has a series of passages graded by vocabulary. 
Reading proficiency is measured by how far along in the test a student can get with correct 
responses. The sample questions are taken from an early section and a later section of such a test. 
The Arctic is very far north. 
It is a cold land. It is icy. It 
is snowy. Winter is long. Winter 
is hard. Some plants can grow 
there. But nothing grows tall. 
Flowers are tiny. Grasses are low. 
Even the trees are 1 
---They grow lying down on the ground. 
They can't grow tall. It is too 
cold. 
Eskimos live in the Arctic. 
They know how to dress. They wear 
warm jackets and pants. These are 
made from animal skins. The fur is 
worn next to the body. They wear 
boots made from seal skins. These 2 
are important. They keep the Eskimo snug. 
They keep him dry. 
In the fall, the sun rises 
later each day. It sets earlier. 
Then the sun does not rise at all. 
It is dark all the time. There is 
hardly any 3 . This is the 
Arctic winter. It is cold. It is 
dark. Jtis hard to hunt. So the 
Eskimo must be ready. He must hunt 
before winter comes. He must find 
food. He must put it away. He 
must 4 as much as he can. 
Then he will have food in winter. 
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1. a) 
b) 
c) 
d) 
e) 
2. a) 
b) 
c) 
d) 
e) 
wet 
short 
dead 
gray 
bare 
clothes 
. Journeys 
lamps 
jobs 
homes 
3. a) wind 
b) water 
c) light 
d) soil 
e} industry 
4. a) sleep 
b) save 
c) move 
d) breathe 
e) drink 
An indispensable element in 
the development of telephony was 
the continual improvement of 
telephone station instruments, 
those operating units located at 
the client's premises. Modern 
units normally consist of a 
transmitter, receiver, and 
transformer. They also contain a 
bell or equivalent summoning 
device, a mechanism for controlling 
the units' connection to the 
client's line, and various 
associated items, like dials. All 
of these 78 have changed 
over the years. The transmitter, 
especially, has undergone enormous 
refinement during the last 
century. 
Bell's original 
electromagnetic transmitter 
functioned likewise as receiver, 
the same instrument being held 
alternately to mouth and ear. But 
having to 79 the instrument 
this way was inconvenient. 
Suggestions understandably emerged 
for mounting the transmitter and 
receiver onto a common handle, 
thereby creating what are now known 
as handsets. Transmitter and 
receiver were, in fact, later 
80 this way. Combination 
handsets were produced for 
commercial utilization late in the 
nineteenth century, but prospects 
for their acceptance were uncertain 
as the initial quality of 
transmissions with the handsets was 
disappointing. But 81 
transmissions followed. With 
adequately high transmission 
standards attained, acceptance of 
handsets was virtually assured. 
FIGURE 18 
78. a) 
b) 
c) 
d) 
e) 
parts 
costs 
. 
services 
models 
routes 
79. a) store 
b) use 
c) test 
d) strip 
e) clean 
80. a) rounded 
b) marked 
c) covered 
d) priced 
e) coupled 
81. a) shorter 
b) fewer 
c) better 
d) faster 
e) cheaper 
FROM ALAN PURVES, "COMPETENCE JN READING .. 10 
Copyright t0 1981, by The National Council of Teachers of English. 
Reprinted by permission of the publisher. 
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APPENDIX 8 
Miscue Analysis 
(From: Teaching and Evaluating Reading in the Senior High School, 
Alberta Education, 1988, pp. 88-92) 
3. Miscue Analysis 
Another method of gaining information about student reading is miscue analysis, a process 
developed by Kenneth and Yetta Goodman. 11 
a. Procedure 
• Select an appropriate passage for the student to read. 
A story or other reading selection, which is somewhat difficult for the student and 
which can be read at one sitting, is chosen. The selection should have continuity of 
meaning, so unified stories or articles will probably prove most suitable. The passage 
should be long enough to generate a number of miscues (Goodman suggests 25 miscues 
for classroom analysis; 50 for research studies). 
• Prepare the material for reading into a tape recorder. 
The student reads directly from the book. The teacher needs a worksheet on wruch the 
story has been retyped, preserving the lines of the story exactly as they are in the book. 
Each line on the worksheet is numbered with the page and line of the story, so that 
miscues may be identified as to where they occur. 
• Have the student read onto tape while the teacher marks the code sheet. 
The student is made comfortable with text and equipment, and is assured that no grade 
will be assigned. · 
As the reading progresses, the teacher follows on the worksheet, marking the miscues 
on the typescript. No help is given during the reading. The tape is later replayed to 
complete and verify the marking of miscues on the worksheet, which then becomes the 
permanent record of the session. 
After the student has completed the reading, the teacher may ask for a retelling of the 
story or ask open-ended questions to find out whether or not the student has 
understood what has been read. 
• Code and study miscues 
(i) count the reader's miscues 
(ii) subtract all miscues that are shifts into the reader's own dialect 
(iii) count all the miscues that result in acceptable meaning before correction by the 
reader 
(iv) count all miscues that result in unacceptable meaning at first reading, but which 
are successfully corrected by the reader 
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(v) add the miscues in steps (iii) and (iv).. The result is the total number of miscues 
semantically acceptable or corrected. This score, expressed as a percentage of all 
miscues, gives a comprehending scoref a measure of the reader's ability to come 
successfully to meaning from a print passage. 
By carefully studying the pattern of miscues made by a particular student, the teacher 
can learn if the student is giving adequate attention to gaining meaning; if the student 
has some specific problems, such as confusion of wh with th words or inattention to 
function words. Instruction can be planned to aid the student in areas of specific need. 
Figure 19, on pages 90 and 91, is a sample of a teacher-marked transcript of student 
reading, together with analysis. 
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{S>TAcy 
1. ~hat are they? .. asked Sue ... 
.. May we take pictures~ send them to the contest?" 2. 
3. 
4. 
5. 
6. 
hi hi,., 
One day Sue was taking a picture in the garden. 
/J,e, 
The shallow basin of Salt Creek Wash became a ... 
A ~4e.-
lt had been a long day for the dogs and Peggy limped heavily as she approached the camp. 
Peggy trotted off to search ('fi"e ca~for scraps ~1iones ... 
Just a quick look at these examples makes one aware that a number of factors might be involved in the reader's miscues: the occurrence of 
they in the near visual periphery in the first example; the close graphic and sound relationship between taking and talking in the third 
example; the compound noun structure of the dogs and Peggy in the fifth example. The complexity of factors serves to give each of the 
miscues a different surface flavour and helps to account for the varying degrees of success the readers had. But underlying all of these 
variations is the basic fact that the readers were actively anticipating and producing structures as they read. They were not passively taking 
in the author's prestructured material. 
In much the same way as they anticipate structure, readers can be seen to anticipate meaning. 
In example 7 (page 91) the reader anticipates a common phrase, things to do, and then on the basis of the new coat and the graphic 
similarity between horse expects rugs for our house in place of feed for our horse. Living in an urban setting probably also contributed to 
this miscue. 
The reader can be so sure of the story or plot line that he or she knows the intent of what is coming next and can produce such physically 
gross changes as "Yes, you may go and have fun'" (example 8) without changing meaning at all. Much the same situation exists in example 9, 
with the added element that the reader anticipated the repetition of structure from the prior sentence. Structure repetition is a likely 
possibility, as any connoisseur of primerese is well aware. 
Example 10 comes from a story about a sick zoo elephant who refuses to take her medicine. One of the readers reacts to the fact that 
powders can generally be said to be sprinkled into something but only liquids can be spilled. The second reader, concentrating on the stealth 
of the doctor, slips the powder into the water. 
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7. 
8. 
Jo 
"I wish we could all go. 
But we have many things to buy. 
We have to get a new coat fo~¥ou . 
We have to buy fee~ for our tior'S:. .. 
~.-"" h~ 
.. Yes, youc'tJO notihave<to stay home~ . . " 
9. Away they went to the show. 
ThF,~ we~ not too late after all. 
•' s 'f/:A1J 
1 o. ~'HVspnled the powder into Sudana's water trough. 
/c4,.,,. c.J 
11 . Cat laughed. 
12. "Let's try giving Claribel some ~;9;:,~ .. 
cyclo,..•te!. • 
13. ."But I guess I added too many cnemicals to the mixture." 
..,..Ap ;#\, 
14. Tapping the reader. 
One folk tale tells of the time when Tiger was not a good hunter and Cat agreed to teach him. Cat teaches and Tiger learns fast. Then when 
he thinks he has learned everything, Tiger decides to eat Cat but Cat has saved one trick. The Tiger says .. I do not know how to jump 
backward" and the reader says "Cat learned" in place of "Cat laughed" (example 11). 
Can we be surprised that in reading a story about a sick canary any modern child would suggest an aspirin (example 12)'? Or, that in reading 
about a boy conducting experiments in his mother's kitchen, the reader might conclude that there were too many cyclamates in the mixture 
(example 13)'? 
FIGURE 19 
MARKED TRANSCRIPT AND DISCUSSION FROM CAROLYN BURKE 
"ORAL READING ANALYSIS 11 12 
Reprinted by permission of the National Council of Teachers of English-
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4. A Word of Caution 
In both cloze testing and miscue analysis, we are considering methods which are useful for 
diagnosis, rather than for assigning grades. The real value of these methods lies in the insights 
into the reading process which they afford to the teacher. The teacher can use information 
derived from these methods in planning for instruction. 
Miscue analysis is time-consuming, but it does allow for one-to-one interaction between teacher · 
and student. The teacher who wishes to use this method of learning about student reading 
strengths and weaknesses will find a way to work with individual students while the rest of the 
class is engaged in other reading activities. 
Once the teacher becomes familiar with the process, he or she can use it in a less formal manner 
to gain useful insights into students' reading procedures. 
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APPENDIX C 
The Cumulative Sentence 
(From: S. Robinson, et. al. Bridges 4. Scarborough: Prentice-Hall 
Canada, Inc., 1987.) Reprinted with permission. 
RESOURCE CHAPTER 
OPTIONS 
Good writers know how to make choices about the shape of their 
sentences. They understand that a sentence is composed of moveable 
parts. Like a painter who creates moods and effects through different 
brush strokes and colours, a good writer varies sentence types, length, and 
structures to evoke specific moods and create precise effects. 
In this chapter you will work with the cumulative sentence, a specific 
sentence type that will help you achieve variety in your writing. 
THE CUMULATIVE 
SENTENCE 
The sentences you are about to work with all have one thing in common. 
Each begins with the main idea stated in a base sentence that consists of a 
subject and a predicate. The base sentence is followed by groups of 
modifiers that describe or expand upon the idea presented in the base 
sentence. Because the sentence builds up as it goes along, it is called a 
cumulative sentence. 
Example: 
The whistle blew, ~~~OlPLO~ffi.lWl.WiiJJngJml§~-¥ttll1liSg~.~~Q~ 
·51nmeSi1if:il1e7 .... ,..lii~ :warmn :the.70\ViiS · ~ie:or:me.ilii .,-naiii' 
- · · · · - '-·· -.. -... U - e ~,.- .. 1. -~--- .•• g; . ..., • ~a:..::. .. F ... . .. ££2£ "'° 1• t · ·--~~ .... g 
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The above example is expanded through structures added to the base 
sentence. The base sentence, "The whistle blew," gives the reader the 
essential information. But the additional clauses, joined to the base 
sentence by commas, expand the main idea, and allow the writer to work 
in details that help produce the desired effect. 
By using the cumulative sentence, you will learn how to create interest-
ing rhythms and sentence variety in your writing. 
Remember. 
The cumulative sentence is composed of a base statement followed by 
one or more modifiers linked with commas. 
Base Sentence 
Avita turned suddenly, (1) her ponftail whirling with the sharp jerk of 
... - .. . .... ·-
her head, (2) a look of.joy intensifying on her youthful face. 
Clauses ( 1) and (2) are modifiers that are linked by commas and 
expand the base sentence. 
The following activities present six models of the cumulative sentence. 
Each model demonstrates a different type of modifier that can be used in a 
cumulative sentence. Some examples are taken from the stories of well-
known Canadian writers. 
Model A: The ghost town stood out from the surrounding prairie, 
alone, forgotten, silent. 
We could make out the tall frosted shapes of the windows now, gloomy 
and white. 
Alice Munro, "Boys and Girls" 
.4ctivitv 20A Cumulative Sentences: irlodel A 
-
1. After studying the above model, combine each set of sentences 
below into one sentence with the same structure as Model A. 
a. Jim stood in the middle of the field. 
Jim was excited. 
Jim was speechless. 
Jim was overioyed. 
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• 
b. Hilda's homemade ice cream was set before us. 
The ice cream was red. 
The red was sickly. 
The ice cream was runny. 
The ice cream was horrendous beyond description. 
c. He stared into his opponent's eyes. 
He was determined. 
He was decisive. 
He was confident of his ability. 
d. lldiko looked at her new home. 
The home was old. 
The home was surrounded by trees. 
The home was more charming than she had hoped. 
2. In your notebook, complete each of the following base senten-
ces with two or more modifiers to form a cumulative sentence 
such as Model A. 
a .. The mountain loomed before her, ______ , ____ , 
b. He peered out of the train window, ______ , ___ , 
c. It was a well-built tree house ______ , ______ , 
-----------~· 
Model B: The team members took up their positions, confidently, 
. qUickly, noisily. 
Activitv 20B Cum.ulative Sentences: Model B 
.. 
1. Combine each set of sentences below into a sentence that 
resembles Model E. 
a. The fountain bubbled out of the earth. 
The fountain bubbled slowly. 
The fountain bubbled steadily. 
The fountain bubbled coollv . 
... 
b. After washing the dishes he shook his hands. 
He shook them briskly. 
He shook them methodically. 
Yet he shook them nervouslv . 
. 
AC3 
c. The Ferarri pulled around the truck. 
The Ferarri moved smoothly. 
The Ferarri moved gracefully. 
The Ferarri moved almost silently. 
do The speaker put down her notes. 
She put them down slowly. 
She put them down mechanically. 
Yet she put them down deliberately. 
2. In your notebook, complete each base sentence below by fol-
lowing the pattern of Model B. 
a. The airplane landed, ______ , _________ , 
b . The cat lay in the morning sun, ______ , _____ , 
------------· 
Co Jane dropped her cup onto the table, ____ _ ____ , 
-----------~, -------------· 
Model C: Port Douglas now stands alone, J.?.~Y~µd _t~-·reac~-~-9f 
~j [litl)fjlji·~3y=~-fut~~~- c, µii~-~.f .!~i~~~~~~ ~ye _  of 
tliC.ForFSt . 
.... ......... --
Activity 20C Cumulative Sentences: Model C 
1. Combine the following sets of sentences into one sentence that 
follows the pattern of Model C. 
a . The sound of the exploding volcano travelled for miles. 
It travelled beyond the valley. 
It travelled over the treetops. 
It travelled as far as the distant sea. 
b. Marta was a shy girl. 
Marta was above suspicion. 
Marta was beyond reproach. 
Yet Marta was under careful investigation. 
c. He would sell his cleverly designed earrings wherever he 
could. 
He would sell them at craft shows. 
He would sell them on the street. 
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He would sell them to interested shopkeepers. 
d. The exhausted pilot imally landed. 
She landed without runway lights. 
She landed under the pressure of a fierce storm. 
She landed with barely enough fuel to taxi to the terminal. 
2. In your notebook, complete the base sentences below by follow-
ing the pattern illustrated in Model C. 
a. The storm clouds gathered, ______ , ______ , 
----------------------~· 
b . They were unable to do anything, ____________ , 
----~---------_, ______________________ . 
c. Aiyaz stumbled down the st~irs, ___________ , 
Model D: Faisal steered the glider up over the powerlines, 1!~!!Ii}g 
·diiear-· for-'ilie ~senm~; swefviii,. .. to miss a - · ofitae. 
. . . .... Y. ~- --~ . . .. -· ·--· .. -g .. _. . ---r ._!] ____ . ~-..... -.-.... !-·g·,.--
Activity 20D Cumulative Sentences: Model D 
1. Combine the sets of sentences below, following the pattern 
shown in Model D. 
a. Yi-Te sadly left Yellowknife behind. 
He hoped to return soon to the home he loved. 
He remembered the good times he had had during the past 
ten years. 
b. Bay Roberts glowed in the setting Newfoundland sun. 
Bay Roberts called the boats home after a day's fishing. 
Bay Roberts sheltered the boats from the Atlantic storm. 
c. The dog barked menacingly. 
It frightened the children with its determination. 
It threatened to upset their games. 
d. Laura sat on the plane with her history textbook. 
She glanced out the window into the clouds. 
She thought about the summer ahead. 
Shethoughtaboutherexam. 
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2. Work with the sentence sets from question l and write a new 
cumulative sentence for each set by using one of the other 
sentences in the set as the base sentence. 
··-·- ' · .. • ---· -~~·,... ... - - ·-w-.... ..._..__.. ..... ....,._..,,...._...,...._...._........__. _ __....... .,...._~-..... -·~-- - .... ... ~ -
Example: ·, ~ · -~ · ". 
The mow-capped mountain stretched up to the sky. 
The snow-capped mountain forbade any attempt to climb 
ite --
The mow-capped mountain warned all who would chal-
lenge it to~·. 
First combinatio•: 
The mow-capped mountain stretched up to the sky, for-
_ .,.,.,. -~..,..,.~~ •• \. ·- ... • ........ . --.:........-.- .. ........_ . .. . ....... - · - ·- • .. . -# ... ... . ' - • • . .... ... 
bidding any attempt to climb it, warning all who would 
challenge it to beware • 
.. ·- -.. ···- -··-·-·--- .. --.... -·-- ..... -· ~ 
Second combi•atio•: 
The snow-capped mountain forbade any attempt to 
climb it, stretching up to the sky, warning all who would 
.... - - .. . -- ... 
·- .. . . ..,,.. ..... ,,,,,.. - -
challenge it to beware. 
3. What do you think is the main effect of changing around the 
sentence parts? 
4. Combine the following sets of sentences to create sentences 
from three Canadian short stories. 
a . Nearly all of us joined in the jokes on Cecil at first . 
We put a young raccoon in his bunk. 
We kicked over his tea water. 
We hid his clothes or tied them in knots. 
We did all the usual things. 
Hu2h Garner. "The Moose and the Snarro\v~ · 
~ . 
b. Out here, she had to work in comoiete darkness . 
... 
She braced her body against the wind. 
She guided the knife so that she cut the snowbank. 
She guided the knife so that she did not lose a few fingers in 
the process. 
She hoisted the block into her arms for the return iournev. 
. ~ 
Helen Marquis .. The Longest Day o_f the l'ear 
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c. So he sang. 
He rocked his head back lustily as he hit the high distorted 
notes. 
He propelled the car like a lateral rocket toward the little 
town of his youth. 
George Bowering, Time and Again 
5. Turn to page 292 for the original sentences. 
Model E: He reached down into his soul, en~urage4 by his parents, 
cheered by his friends, urged on by hiSown determiiiatlon. 
She couldn't help smiling at her own reflection, dres~d ~s she Was in 
. the ·beautifui-gfeeri silk-gown, embroidered with golden bmd. 
Joyce Barkhouse, "The Heroine of Lunenburg" 
Activiiv 20E Cumulative Sentences: Model E 
-
1. Combine the groups of sentences below, following the pattern 
of Model E. 
a. Everyone loved her new motorbike. 
It was covered in fluorescent red paint. 
It was equipped with the latest tape deck. 
It was unequalled in beauty by any other bike in town. 
b. Maurice felt terribly let down. 
Maurice was disappointed by the calibre of his performance. 
Maurice was still supported by his faithful teammates. 
c. jenna approached the stage confidently. 
Jenna was delighted at having won the speech contest. 
Jenna was thrilled with the prospect of going to the finais in 
Charlottetown. 
2. in your notebooK, add two or three modifiers to each of the 
following base sentences. The resulting sentences should irni· 
tate Model E. 
a. It was a poorly built castle,--------------
~-----------------· 
b. The car simply refused to run, ------------
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c. Sylvia worked feverishly on her new computer program, 
3. Rewrite the three sentences you completed in question 2, still 
as cumulative sentences, but changing one modifier into the 
base sentence. 
Model Fl: It was a well-built cabin, logs securely housed and 
chinked, roof dry and fmn beneath the burden of snow. 
Howard O'Hagan, "The White Horse" 
Model F2: She smiled sweetly to herself, eyes twinkling merrily, lips 
curving only slightly, her head bending slightly to one side. 
Activity 20F Cumulative Sentenceso· Model Fl and 
ModelF2 
1. Combine the groups of sentences below so that they follow 
either the pattern of Model Fl or Model F2. 
a. I left her sitting in the car alone. 
Her feet were planted firmly on the dashboard. 
Her arms were crossed defiantlv in front of her . 
.. 
b . The mountain goat moved slightly. 
Its proud head was rearing. 
Its nose was sniffing at the wind. 
c. The Ogopogo raised its length above the surface of Okana-
gan Lake. 
Its scaly body was gleaming in the sunlight. 
d e Marina piled the bricks one on top of the other. 
Her body was glistening with perspiration. 
Her long hair was clinging to the sides of her head. 
2. In vour notebook .. comnlete each base sentence below with one 
.. - ... 
or more modifiers .. followin2 the model nresented in Model Fl 
, - ... 
or Model F2. 
a. The sleek Siamese cat lay curled on the sofa , ______ , 
b. Mrs. Morgan waited anxiously for the results of her blood 
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c. Rita handled the basketball like a pro, _________ , 
d. Hans lifted his head at the conclusion of the pie eating 
• • compet1t1on, __________ , _________ , 
e. Lucinda looked solidly into Mark:s eyes, ________ , 
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APPENDIX D 
Resource Chapter: Exams 
(From: S. Robinson, et. al. Bridges 4. Scarborough: Pr.entice-Hall 
Canada, Inc., 1987.) Reprinted with permission. . 
RESOURCE CHAPTER 
EXAMS 
Examinations are an inevitable aspect of school. You can approach exams 
as an ordeal or you can accept them as an opportunity to demonstrate what 
you know and how well you can communicate your knowledge. Either 
way, you can learn techniques about writing exams that will ease some of 
the tension usually associated with them. 
Activity 22A ''Know What YouJre Writing About'' 
1. Read the canoon on the opposite page. Patty names three types 
of exams. List all the different types of exams you know. 
2. Rank your list beginning with the type of exam you imd the · 
most difficult and ending with the type you imd least difficult. 
a. Do you study differently for different types of exams? How 
does each type of exam affect how you study for it? How does 
each type affect how you write it? 
This chapter includes guidelines for writing all types of exams, with 
panicular attention paid to the essay exam. 
UNDERSTANDING 
THE WHOLE 
Before you begin to answer the first question on an exam, you should 
always follow cenain guidelines. 
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• Come to the exam prepared. 
Bring any materials and notes allowed with you. 
• Read the entire exam through be/ ore beginning to answer any question .. 
Reading through the complete exam gives you an idea of the length of 
the exam, the various pans it contains, and the different types of 
questions included. 
• Nore what choices you have in the exam. 
Circle or underline words that indicate choices you have. Some exam-
ples are: 
Answer all of A, B, and one of C. 
Do 1or2 or 3. 
Complete 3 of the following 5 questions. 
Begin to select what questions you will do and mark your preferences. 
• Look at the value of each question. 
Note the sections that are worth the most and which questions are of 
similar value. This information will help you budget your time. 
TIME AND PRIORITIES 
Once you have an idea of the overall nature and length of the exam, it is 
easier to organize your time and priorities when writing it. 
• Budget your time. 
Try to coordinate the time spent on each question with its value. As well, 
do not forget to allow time for reading the questions, planning your 
answers, and checking through the exam paper before handing it.in. 
For instance, a one-hour exam with three questions of equal value docs 
not necessarily mean twenty minutes for each question. Instead, it might 
mean five minutes for reading the entire exam, fifteen minutes for 
planning and writing the answer to each question, and ten minutes for 
checking through the paper before handing it in. 
• Decide on the order in which you will answer the questions. 
Unless there arc specific directions to do so, exam questions do not have 
to be answered in the same order in which they are given. You decide on 
the order. Answer the multiple choice or shon answer questions first, 
fallowed by questions with longer answers, or begin with the questions 
you feel most confident about. 
Activity 22B Deciding the Order 
lo Read Exam XYZ on page 3090 
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2. Write down the questions in the order in which you would do 
them. Be prepared to give reasons for your decisions. 
3. As a class compare the order in which you have placed the 
exam questions and discuss the reasons for your decisions. 
UNDERSTANDING 
EACH QUESTION 
You now know what the whole exam is like and have decided which 
questions you will do, in what order you will do them, and how much time 
you will spend on each. It is time to look closely at the wording of the 
questions themselves. 
• Read each question carefully and know what the key words mean. 
For example, the key words in an essay question tell you what to do 
when answering the question. Here are some common key words: 
explain list compare contrast 
describe discuss relate review 
analyze develop cr1t1c1ze illustrate 
Activity 22C Key Words 
1. Add your own examples to the above list of key words. Are 
certain key words associated with certain subjects? 
2. Read the following sample essay questions. 
3. Identify the key words and explain three of them briefly. 
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4. As a class, discuss the key words and their meanings. Try to 
agree on one defmition for each word. 
GETTING STARTED 
ON AN ESSAY ANSWER 
You are now ready to answer your first chosen question. How do you 
begin? 
• Develop a general outline of your answer before you begin to write. 
Time spent in jotting down the main points you want to cover in your 
answer will save you time later, as well as helping you keep your answer 
focussed on the question. 
• Begin your answer by rephrasing the question. 
The opening sentence is often the most difficult to write. Rephrasing 
the exam question in the first sentence of your answer solves the 
problem of how to begin and can state clearly the direction your answer 
will take. For example, here is a possible opening sentence to the first 
exam question in the box above. "In the opening scene of Romeo and 
Juliet, Shakespeare uses a variety of devices to gain the audience's 
attention." 
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- - - -----
Activity 22D Opening Sentences 
1. Reread the sample exam questions in Activity 22C. 
2. Suggest opening sentences for questions 2 to 9. You do not 
necessarily need to know the complete answer to think of a 
suitable beginning. 
Final Reminders 
You now know the main techniques for writing an exam, and they should 
help ease some of the strain you probably feel when you walk into an exam 
room. Here are some final tips to remember. 
• Write clearly and legibly. 
The best thought-out answer will not be understood if your teacher 
cannot read it. Write on every other line if necessary and write neatly. 
• Use formal writing style. 
Unless the question specifically asks for something else, write in 
complete sentences, using standard English. 
• Make your answers complete. 
Do not take anything for granted in your answer. Supply all the 
information the reader might need to understand your answer. 
Knowing how to write an exam never replaces studying for it, but it does 
complement your studying. The exam-writing techniques you have 
learned apply to all types of exams. Practising the techniques can give you 
an added feeling of confidence as you approach the many exams you write 
during high school. 
Writing an Exam: Guideline Summary 
1. Come to the exam prepared. 
2. Read the entire exam before beginning to answer any question. 
3. Note the choices you have to make in the exam. 
4. Look at the value of each question. 
5. Budget your time. 
6. Decide on the order in which you will answer the questions. 
7. Read each question carefully. Know what the key words mean. 
8. Develop a general outline of an answer before you begin to write. 
9. Begin your answer by rephrasing the question. 
10. Write clearly and legibly. 
11. Use a formal writing style. 
12. Make your answers complete. 
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APPENDIX E 
Study Skills 
(From: Paula S. Goepfert, et. al. The Communications Handbook. 
Scarborough: Nelson Canada, 1982) Reprinted with permission. 
STUDY SKILLS 
Are you making the best use of your time? Are 
you looking in the right places for the inf or-
mation you need? Are your notes and outlines 
really useful? Are you spending a lot of time 
preparing for exams without the success you 
expect? The tips you find in this Chapter may 
make a big difference to you. 
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CHAPTER 1 
ESTABLISHING 
PRIORITIES 
KNOWING YOUR 
RESOURCES 
Every day, you have more than one thing to do. You can usually organize 
your time by keeping a list of things to do and using it regularly to plan 
ahead. Making notes on a calendar is also very helpful. However, when 
you do get into ·last-minute problems, decide on your immediate priorities. 
Decide which of the many things you have to do should be done first. 
Ask yourself: 
• Which is the most urgent (due today)? 
• Which is the most important (counts for half the marks for the whole 
term)? 
• Which is the most personally important (you care about it more than 
anything else)? 
For Example: 
You wake up one morning and realize that tomorrow you have a chemistry 
exam, a French quiz. and an essay due for your literature class. You thought 
you had planned ahead. but now it looks impossible. 
Ask yourself some questions: "How important is the chemistry exam? How 
long do l need to study for it? Is it one of my good subjects?" Go through 
the same questions for the French quiz. Then review in your mind how much 
work you have already done on the essay. 
Now set up a plan of attack. Here is how your reasoning might go: 
• Chemistry exam very important; need all the time I can get; study for it for 
an hour after school to get an idea of where I need the most work, then 
study after dinner until I go to bed; exam first period of the day. 
• French quiz just one of many this term; will do all right if I don't study: look 
at the material over lunch today for reassurance, then forget it till quiz time 
tomorrow; hope tor the best. 
• Literature essay three-quarters done; need to fix up the conclusion and 
recopy: make final touches to conclusion later this afternoon: recopy 
tomorrow during lunch: not due until last period tomorrow. 
• Summary: Chemistry exam is the first priority: literature essay is the 
second priority but not as bad as I thought: French quiz will work out okay. 
If you have seven things on your list and three are quick and easy. try to get 
the three easy things out of the way first. This way, you can almost cut your 
list in half. But do not put off the larger, more important tasks. Chip away at 
them steadily. Then they will become less "impossible" than they appeared 
to be. 
Many times in the course of a school year, you will find it useful and even 
necessary to get help from someone or something. Find out who and what 
your resources are before you need them. · 
1 . The library: Read Using the Ubrary, page 41. Then learn to find your 
way around your own library. 
2. Teachers: Get in the habit of asking your own or other teachers for 
advice on school work. 
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3. Friends and family: Do you have a friend who will explain logarithms to 
you if you proofread his or her English paper? Make an exchange. 
4. People in your community: Most of them will probably be very happy to 
be interviewed if they have information that will help you. (See also 
Interviews, page 146 .) 
5. Radio and television: Watch for programs that relate to things you are 
studying in school. Take notes and write down the program, the name of 
the producer, and the date. time. and station on which the program was 
shown, so you can credit your source. 
6. Magazines and newspapers: These publications are especially useful 
in obtaining up-to-date information. Clip articles out and file them. 
7. Businesses, public service organizations, and government departments: 
These publish free pamphlets and information sheets for public distribu-
tion. Look up a list of government departments (provincial and federal) 
and see which is likely to have information pertaining to your project. Write 
or call any of the above resources to see what is available. Address your 
call or letter to "The Public Relations Department". (See also Business 
Letters. page 123.) 
ASKING The habit of asking questions (and listening carefully to the answers) is an 
QUESTIONS important skill. 
The SQ3R STUDY 
METHOD 
Sometimes questions are the best way of getting information. For example, 
there is no point in spending an hour wandering around a large research 
library when there is an information desk and a person waiting to direct you 
to what you need. 
Be specific and direct. If yaur question is vague. you will confuse the 
person you are asking and the answer you receive will probably confuse you. 
Be persistent. If you do not get a good answer to your question the first 
time. rephrase it. For exampie. your teacher has 1ust finished explaining an 
assignment due next week. You wonder if you have to write it in ink. You ask. 
"How are we supposed to do it?'' Your teacher replies, ·'Do the bes·t you can. 
Try the library and support your opinion." When this happens, rephrase the 
question. Say, "No - I mean, do you want the assignment written in ink?" 
You'll get your answer. 
How do you know what parts of a reading assignment are important to 
remember? How can you retain all of that information? The S03R method· 
of studying a book can point out the main ideas in a text and can also help 
you to remember them. SQ3R means Survey, Question. Read. Recite and 
Review. Here is how to use the five steps in the SQ3R method to read 
a chapter in a book: 
*The SQ3R method of studying was developed by Francis P. Robinson. a psychologist 
from Ohio State University. 
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LEARNING TO 
SKIM MATERIAL 
1. Survey: Quickly look over the headings in the chapter to see the few 
central points that will be developed. Then read the summary paragraph if 
the chapter has one. This survey should take a minute or two. It will reveal 
the four or five central ideas in the chapter and will help to organize those 
ideas. 
2. Question: Turn the first heading into a question that has to be answered. 
It will bring to mind information that you already know and will also help 
you to understand that section more quickly. The question will also make 
main points in the section stand out, because they will be important in the 
answer to the question. 
3. Read: Read the section under the first heading in order to answer the 
question. Be aware that you are making an active search for information. 
4. Recite: Now that you have read the first section, put the book aside 
and try to answer briefly the question you asked earlier. Use your own 
words and try to give examples. If you can do this, you have learned the 
material. If you cannot, look over the section again. A good way to do this 
step is to jot down some key phrases, perhaps in outline form, on a sheet 
of paper. 
Now repeat steps 2, 3, and 4 with each section of the chapter. Phrase each 
heading as a question, read the section to answer the question, and recite 
the answer to the question by writing down key phrases. Go through the 
whole chapter this way. 
5. Review: When you have finished the chapter, glance over your notes to 
get an overview of the points and their relationship to one another. Check 
your memory of the content by stating the points under every heading. 
Do this by covering up the notes and trying to recall the headings. Then 
uncover each heading and try to recall the points listed under it. 
These five steps of the SQ3R method should result in faster reading and help 
you to remember the important points in a reading assignment. You will 
also find that quizzes in class will be easier with this method. because the 
headings turned into questions are usually the points stressed in quizzes. 
You are probably being asked to do a great deal of reading, especially for 
reports, essays, and exams. To read efficiently, it is important to learn to 
glance at some kinds of written material quickly and to read other kinds 
of material with concentration. You must also learn to judge which kind 
of reading is most appropriate to your purpose. This is developed by 
experimenting with both methods. 
The way to get the most out of what you read in the shortest time period is to 
skim. This method will give you a general sense of the material you have to 
read and tell you whether or not the material is useful. 
1 . Carefully read the title. It gives a good idea of the subject matter. 
2. Read through the table of contents. It will give a preview of the specific 
subjects covered in the book and of any special features, such as maps, 
tables, illustrations, or appendices. 
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3. Read the preface, foreword, or introduction to find out the purpose of 
the book. 
4. Look at any appendices included at the back of the book. These contain 
basic reference materials that may be useful. For example, you may find a 
list of the prime ministers of Canada and their dates in office, a diagram 
showing the structure of the Canadian government, and so on. 
5. Check to see if there is an index. It may help you 'to locate a specific 
piece of information later. 
6. Check the copyright page (usually following the title page). It will tell you 
the date and place of publication. If you need very current information, 
the date of publication may tell you the book is too old, or the place of 
publication inappropriate for your purpose. For example, if you are writing 
a paper on automotive regulations in Canada today, and the book was 
published in London. England, in 1960, then you will know that it is not 
appropriate. 
7. Finally! read the chapter headings and quickly flip pages to get the main 
ideas. Occasionally, read a small section that looks important. It may deal 
with what you realty want to know. 
MAKING NOTES Nobody's mind can keep track of all the information it receives. Notes will 
help you: 
• extend your memory • learn new material 
• organize your thoughts • review material 
• gather information • summarize 
Notes can be taken from many sources: books, lectures, speeches, or 
informational films. 
General Tips These hints apply whether the notes are taken from spoken or written 
sources. 
1. Write your notes as neatly as possible and leave space between ideas. 
Then you will be able to read them later and perhaps add to them. 
2. Identify your notes by writing down the date the notes were taken, the 
source (the title of the lecture or book, including the pages or sections 
covered), and the name of the subject to which the notes pertain. 
3. Keep all notes for a single subject together and in order by date or topic. 
4. Write notes in your own words. This.technique forces you to think about 
what has been said or written by someone else. 
5. Be selective. Write down only main ideas, important supporting ideas, 
and facts. Do not try to write down every word of an author or a speaker, 
or you will become confused. 
6. Symbols and abbreviations are useful in note-taking. But if you get 
carried away, you will have to use valuable time translating your own 
notes just when you need them in a hurry. 
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Running Notes 
Underlining or 
Highlighting 
USING LISTS 
AND OUTLINES 
Lists 
You can take running notes, writing down the main ideas as they are 
presented. Try to include headings as a guide. For example, when taking 
notes on a speech, divide your notes into introduction and thesis statement, 
major topics covered in the body, and concluding remarks. 
Whenever possible, take notes in outline point form. (See also Using Usts 
and Outlines, page 12.) This method organizes your material and thoughts 
as you go along. 
When you are gathering information from books, you may wish to take notes 
by topic on individual cards. This system is especially well suited to research 
paper assignments. (See also Taking Notes on Cards. page 48 .) 
If you are using a book that you own, you may wish to mark important 
sentences or passages. Do not consider underlining or highlighting a 
substitute for your own handwritten notes. When you underline, you may not 
really think about what you are reading, and you may not form clear impres-
sions about the main idea( s) of a section. 
Lists are an informal method of keeping track of what you have to do and 
what you want to do. Outlines are formal organizational systems: they are 
indispensable in preparing to write an essay. a report, a research paper, 
or a speech. 
All lists contain a line-by-line summary of things to do or remember or get. 
Here are some of the ways you can use lists in school: 
1. In the first few weeks of school. make a master list for each of your 
classes that describes: 
• the course requirements (number of exams, projects. essays. assign-
ments, and how much each counts toward the final grade) 
• your teacher's special rules (write exams and assignments in ink. 
points subtracted for late work, no typing allowed, and so on) 
• the topics the class will cover (cells. plants. measurement. matter. 
electricity, and so on) 
Attach each list to the inside front cover of the appropriate notebook or 
section in your notebook. 
2. Regularly make a list of things you must do, especially when you feel 
pressured for time. Then use the list to establish your priorities. (See also 
Establishing Priorities, page 8.) 
3. Make a list of questions to ask your teacher, if you have difficulty with a 
certain assignment or are very interested in it. 
4. Keep a list of vocabulary words about which you are unsure, if you are 
reading a difficult book or article. When you have finished reading the 
material, look up the words in a dictionary. 
Outlines There are two kinds of outline. Entries in a topic outline are phrases, 
whereas entries in a sentence outline are complete sentences. Here is 
the format for both topic and sentence outlines: 
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Title: 
Roman numerals are used for 
main idea~ . 
Thesis statement: 
Capital lcncrs arc used for 
supponing idea~ . 
I. Main idea 
~~-----A. Supponing idea 
I. detail 
a. minor detail 
L~::::t=----------;- b. minor detail Arabic numbers and small 2. a. 
letters are uscu for detaib . I b. 
B. 
Indent each level of point . ..----------1. 
.., 
EXAMINATIONS 
II. A. 
B. 
C. 
III. A. 
8 . 
-· 
In general, use a topic outline when you are organizing a paragraph or 
simple essay. Use a sentence outline to prepare to write most essays, 
reports, speeches, and especially research papers. A sentence outline will 
force you to think each point through before you include it in your paper. 
(See also Step 5, page 20.) 
Studying for Here are some guidelines you may find helpful in preparing tor an exam. 
the Exam Many of them apply to study habits in general. 
1. Choose a regular place and time for studying. The place should be quiet 
and comfortable. The time should be carefully chosen so that your other 
activities and responsibilities will not interfere. Take regular breaks, but 
keep them short. 
2. Start studying for an exam several days before the date it is scheduled, 
then review the material again the evening before. This plan gives you 
time to find out about something you may not know. It also makes the 
evening-before session more relaxed. 
3. While studying, note the main ideas and organize the details and exam-
ples under these ideas. Also make note of any questions you will need 
to answer for yourself before the exam. 
4. Select a number of potential exam questions and practise answering 
them in outline form. You might then choose one question and practise 
writing a full answer for it. 
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Writing the Exam An exam may have many fonnats. It may include true-false sections, multiple-
choice questions, short-answer questions, essay questions, problems, and 
so on. Here are some guidelines that apply to any type of exam: 
1. Make a quick survey of the entire exam. 
• Look for specific directions, such as "Write in ink" or "Do all scratch 
work on the exam paper". 
• Try to get a sense of the overall length of the exam. Do you need to 
write every second or will you finish with time to spare? 
• Note what kinds of sections make up the exam, how many points are 
awarded for each, which sections you can do quickly, and which will 
take more time. 
2. Write neatly and clearly. 
AT that looks like an Fin a true-false section will be marked wrong. Also 
watch out for spelling and punctuation errors. If you have no idea how to 
spell a word that comes to mind, avoid using it; think of a word to replace 
it or rephrase the sentence. 
3. Carefully consider each question before you write. 
• Look for key words in the question, such as explain, compare, con-
trast, discuss, and define. 
• Each of these key words tells you to do something different. Do only 
what the question asks, but do it completely and concisely. 
• Identify precisely what the question is asking and answer accordingly. If 
the question asks, "What is the quotient of 752.8 7 27.62q rounded off 
to the nearest hundredth?", you will not receive full credit for simply 
performing the indicated division. To be correct, you must round off 
your answer as instructed. 
4. Use a formal writing style for answers. 
• Write all answers in full sentences unless instructed otherwise. 
• Paragraph and essay-type answers should follow a thesis-proof-
conciusion format. This means the opening statements of the answer 
should clearly state your position or thesis. Next, give at least two 
specific examples, illustrations, or proofs of the thesis. Conclude with 
a summary of the points stated in general terms. 
5. Be concise. 
You will probably need most of the time allotted to complete the exam. 
Therefore you must think before you answer. choose your words carefully, 
and resist any temptation to ramble or to pad your answers. 
6. Use your time wisely. 
If you do not know the answer to a question or think that it will take a long 
time to produce, go on to the next question. Then return to the first 
question later. 
7. Check over your completed exam. 
Make sure that yotJ have answered everything that you can. Look for 
grammar, punctuation, spelling, and arithmetic errors, and any words that 
are unclear because of hurried writing. Write your name on each page. 
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APPENDIX F 
Questioning and Answering 
(From: English As A Sec·ond Language 10-B: Language Development 
Across the Curriculum. Alberta Education, 1986, pp. 38-47) 
• QUESTIONING AND ANSWERING 
Recognizing Different Types of Questions and Giving the Correct Form 
of Response* 
Practise asking and answering orally and in writing the following seven types of 
questions: 
• Memory -- recognizing or recalling information as given in the passage. 
a. Facts. 
Who did ? . 
When did ? 
• 
How many ? • 
What are ? 
• 
b. Definitions of terms used, and perhaps explained, in the text. 
What is meant by ? 
What does mean? 
What meaning did yo·u understand for 
Define 
• 
-------
Explain what we mean by 
? 
. 
• 
c. Generalizations -- recognizing common characteristics of a group of ideas 
or things. 
What events led to 
In what three ways do 
How did 
? 
-------· 
and 
? 
• 
resemble ? • 
effect/ cause 
* Norris M. Sander·s, Classroom Questions: What Kinds? (New York: Harper and 
Row, 1966). 
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d. Values -- a judgment of quality. 
What is said about 
Do you agree? 
What kind of a boy was 
? 
. 
? 
. 
'W'hat did do that you wouldn't? 
() Translation -- expressing ideas in a different form of language~ 
Tell me in your own words how ? 
What kind of a drawing could you make to illustrate 
How could we restate ? . 
Could we make up a play to tell this story? 
What does the writer mean by the phrase 
Write a story pretending you are 0 
? 
• 
? 
. 
• Interpretation -- trying to see relationships among facts, generalizations or 
values. 
a. Comparative -- are ideas the same, different, related or opposed? 
How is like ? 
Is the same as ? Why not? . 
Which three are most alike in ? . 
Compare with . ? 1n • 
How does · today resemble 
• (the East) ? in . 
b. Implications -- arriving at an idea which depends upon evidence in the 
reading passage. 
What will and lead to? 
What justification for does the author give? 
--------
If continues to , what is likely to 
------------ ---------------
happen? 
What would happen if ? 
---------
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c. Inductive thinking -- applying a generalization to a group of observed facts. 
What facts in the story tend to support the idea that 
? 
. 
What is the author trying to tell you by ________ ? 
What does the behavior of tell you about him? 
-------
What events led to ? 
-------
Why? 
de Quantitative -- using a number of facts to reach a conclusion. 
How much has increased? 
What conclusion can you draw fro'TI the table (graph) on page __ ? 
How many times did do ? Then what happened? 
How many causes of can you list? 
-------
e. Cause and effect -- recognizing the events leading to a happening. 
Why did the boy ? 
How did the boy make happen? 
----------------
What two things led up to ? 
When the girl-------' what had to happen? 
Why did happen? 
• Application -- solving a problem that requires the use of generalizations, facts, 
values and other appropriate types of thinking. 
• How can we show that we need a traffic policeman at the crossing at the 
south end of our school? 
• If we want to raise hamsters in our classroom, what sort of plans will we have 
to make? 
• John has been ill for several days. What could we do to help him during his 
illness? What could we do to show him we think of him? 
• Analysis -- recognizing and applying rules of logic to the solution of a problem 
by analyzing an example of reasoning. 
• 
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• Discuss the statement, All teachers are kind and friendly. 
ti 5ome people think that boys can run faster than girlse \Vhat do you think? 
• John was once bitten by a dog. Now John dislikes all dogs. Is he right or 
wrong in his feelings? Why? 
• Synthesis -- using original, creative thinking to solve a problem. 
• What other ti ties could you think of for this story? 
• What other ending can you think of for this story? 
• If John had not , what rnight have happened? 
• Pretend you are a manufacturer of pencils who wishes to produce a much 
better pencil. Tell what you might do. 
• Evaluation -- making judgments based on clearly defined standards. 
• Did you enjoy the story of ? For what reasons? 
----
• What do you think of in this story? 
• Do you approve of his actions? 
• In the textbook, the author tells us that felt 
------
• 
• Is this a fact or the author's opinion? How do you know? 
• The story has a very happy ending. Should all stories end happily? Why not? 
• The author of our textbook apparently beli~ves that the Canadian government 
was right in its actions. Do you agree? What do you suppose the Americans 
said about these actions? 
• Write a story about your favourite person in history. 
Recognizing Common Verbs Used in Instructions* 
Find examples of the following verbs fro:n content area textso Determine with the 
students the type of activity required to provide the information requested and solve 
• Adapted from C. Bird and D. ·M. Bird, Learning \1ore by Effective Study (New 
York: Appleton Century Crafts, 1945), pp. 195-8. 
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the problem or answer the question. Within the context of the activity the students 
will gain an understanding of the fallowing verbs: 
• Compare 
• Contrast 
• Criticize 
• Define 
• Describe 
• Diagram 
• Discuss 
• Evaluate 
• Explain 
-- Look for qualities or characteristics that resemble each other. 
Emphasize similarities among them but in some cases also men-
tion differences. 
-- Stress the dissimilarities, differences or unlikeness of things, 
qualities, events or problems. 
-- Express your judgment about the merit or truth of the factors or 
views mentioned. Give the results of your analysis of these fac-
tors, discussing their limitations and good points. 
-- Give concise, clear and authoritative meanings. Don't give details 
but make sure to give the limits of the definition. Show how the 
thing you are defining differs from things in other classes • 
-- Recount, characterize, sketch or relate in sequence or story form. 
-- Give a drawing, chart, plan or graphic answer. Usually you should 
label the diagram. In some cases add a brief explanation or des-
cription. 
-- Examine, analyze carefully and give reasons both in favor of and 
against an idea. Be complete, and give details. , 
-- Carefully appraise the problem, citing both advantages and limi-
tations. Emphasize the appraisal of authorities and, to a lesser 
degree, your personal evaluation. 
-- Clarify, interpret and spell out the material you present. Give 
reasons for differences of <'pinion, or of results, and try to ana-
lyze causes. 
• 
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• Illustrate -- Use a figure, picture, diagram or concrete example to explain or 
clarify a problem. · 
0 Interpret -- Translate, give examples of, solve or comment on the subject or 
problern, usually giving your judgment about it. 
0 Justify -- Prove or give reasons for decisions or conclusions, taking pains to 
0 List 
Q Outline 
~ Prove 
• Relate 
• Review 
• State 
be convincing. 
- Enumerate or write an itemized series of concise statements. 
-- Organize a description under main points and subordinate points, 
omitting minor details and stressing the arrangement or classifi-
cation of things. 
-- Establish that something is true by citing factual evidence or 
giving clear, logical reasons. 
- Show how things are related to or connected with each other, or 
how one idea or si tua ti on causes another, correlates with another 
or is like another. 
-- Examine a subject critically, analyzing and commenting on the 
important staternents to be made about it. 
-- Present the main points in brief, clear sequence, usually omitting 
details and illustrations~ 
• Summarize -- Give the main points or facts in condensed form like the sum-
'nary of a chapter, omitting details and illustrations. 
• Trace 
-- In narrative form, describe progress, development or historical 
events from some point of origin. 
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Developing and Applying Strategies in Preparing for Tests* 
1. Teach the students that general preparation for a test involves these five 
steps: 
• Acquiring perspective; that is, taking a quick survey of the content and 
organization of the course to see where the material to be tested fits. 
• Being well rested and physically prepared for the test. 
• Using memory techniques: 
• drills, such as flash cards for vocabulary lists; 
• associations, such as rnnemonic devices and acronyms, and organization 
to discover the relationships between facts so that they fortn some kind 
of logical or rational unit (for example, 248163264 is a geometric pro-
gression where each number is twice the last, thus 2, IJ, 8, 16, 32, 64). 
• Boiling it down or trying to summarize all the material to be tested in a 
few pages of notes. 
• Taking the test ahead of time by making up questions of your own as you 
study. 
2. Have the students practise specific test-preparation strategies that apply to 
their content area courses. 
• If the emphasis is on facts and details, students should use flash cards and 
other memory techniques, and review the material of ten. 
* Items l and 2 adapted from Alton L. Raygor and David \1. Mark, Systems for 
Study (Toronto: \1cGraw-Hill, 1980), pp. 70-77. 
• If the exam involves solving problems, students should learn the general 
concepts necessary to solve the .problem, and work out practise problems. 
• If the exam involves evaluating ideas, art or literature, students should be 
familiar with the material to be evaluated, make up evaluative questions 
and practise answering thern, and establish a definite point of view on 
each subject. 
3. Have students (individually or in groups) write up their own objective and 
subjective questions for an exam. 
4. Use some of the students• sample test questions in a real test situation., 
5. Have students exchange test questions and attempt to answer them, as in a 
real test situation. 
6. Have the students study by using a round robin technique whereby one stu-
dent composes a test item on a topic, the next gives the best possible ans-
wer, the third and fourth add to the answer, or suggest variations to the 
question or answer, and so on. 
Developing and Applying Strategies for Writing Different Types of Tests 
The tests used in these activities might be made by the ESL. teacher or by content 
area teachers. 
l. Expose students to a variety of different types of tests: 
• objective tests (true/false, multiple choice, completion or fill-in ques-
tions, matching, problem questions, and short answer questions); 
0 
. subjective tests; 
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• standardized tests such as CELT (Comprehension English Language Tests) 
and the Alberta grade 12 diploma examinations. 
2. Help students to become familiar with the kinds of information that may be 
included in exam instructions by having them locate the following informa-
tion in sample exams: 
• time allowances (deciding how to spend the test-taking time most effec-
tively); 
• choices (deciding which questions to answer); 
• form of answer (check, circle, underline, fill-in, letters, words, sentences, 
paragraphs, etc.); 
• scoring (understanding the relative importance of the questions); 
• aids permitted (knowing beforehand what you are allowed to bring into the 
exam, for example, scratch paper, dictionary, class notes, textbooks, 
etc.). 
3. Have the students practise the SCORER technique as a plan of attack in 
test-taking.* 
SCORER 
S = Schedule your time 
C = Clue words 
0 - Omit the difficult questions 
R - Read carefully 
-
E - Estimate your answer 
-
R - Review your work 
-
*Adapted from Robert A. Carman and W. Royce Adams, Jr., Study Skills: A 
Student's Guide for Survival (Toronto: John Wiley and Sons, 1972>. 
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Schedule your time means to estimate roughly the time needed for each 
section of the exam. For example, a 50-minute test containing 20 questions 
means about 2.5 minutes per question. 
Clue words rneans to search for them, circle them, and see how they may or 
may not change the meaning of the statement. 
A list of clue words includes: 
• all • always • more • best 
• every • invariably • equal • good 
• many • often • less • bad 
• most • usually Cl worst 
0 some 0 sometimes 
• few • seldom 
• none • never 
Omit the difficult questions means to find the easiest questions and answer 
them first. Postpone the more difficult ones until later. \1ark the skipped 
questions so as not to for get them. 
Read carefully means to read all of the questions, read each question as it 
is, and read it logically. 
Estimate your answer means to guess at an answer, only if there is no 
penalty for incorrect answers. 
Review your work means to review everything that has been done .if there is 
time left over. First, recheck the difficult questions or the ones you are 
unsure of and then the other questions. 
4. After students have learned the SCORER technique, or a similar one, have 
them practise it in a simulated test-taking situation. 
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APPENDIX G 
Making Notes 
(From: English As A Second Language 10-B: Language Development 
Across the Curriculum. Alberta Education, 1986, pp. 48-55) 
• MAKING NOTES 
As the students progress through note-making activities, the need for strategies 
to deal with new vocabulary increases. Teachers can help the students by pre-
teaching difficult vocabulary that will be involved in the note-making. (Ideally, 
this is also done in all other high school classrooms.) Students should also be 
encouraged to develop strategies for coping independently with new vocabulary. 
Strategies could include the use of the students' first language skills, but they 
should not be encouraged to translate into their own language instead of making 
the notes in English. 
Recognizing Signal Words and Phrases and Predicting What Will Follow 
Introduce examples of words and phrases used in written passages, oral presenta-
tions or media to indicate the organization of the passage or presentation, the 
intention of the writer or speaker, and his attitude. Although the teaching of 
word lists per se is not recommended, the different kinds of signals should be 
taught specifically to provide an underlying understanding. Then the students can 
seek out such words in a passage or presentation and be asked to predict what will 
follow. 
In an oral presentation or written passage some of these signals are: 
1. Signals used to introduce a particular subject and to indicate intention: 
Today I'm going to talk about ••• 
The three kinds of are ••• 
----
What I want to do now is ••• 
2. Signals that indicate a continuing idea: 
and next 
also, next in addition 
first, second, third moreover 
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3. Supporting material signals: 
l\s an exasnple .•• 
For instance •• o 
,l\s shown by • • . 
4. Conflicting material signals: 
5. 
However ••• 
On the other hand ••. 
In contrast •.. 
\Aain point signals: 
Remember that ••. 
Now this is important ••• 
And most important ••. 
' 
6. Digression signals (particularly in oral presentations): 
• Moving off topic 
Speaking of .•• 
That re!Tiinds me ••. 
Sefore I forget •. o 
By the way ••. 
• Getting back on topic 
'~here was I? 
Going back to ••• 
To get back to ••• 
7. Conclusion or summary signals: 
Therefore ••• 
In summary ••• 
In conclusion ••• 
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Classifying Information 
1. Have the students arrange groups of visual i terns, words or ideas by means 
of concept trees and simple outlines as illustrated in the following sample 
exercise.* 
(1) · The following sequence of frames is designed to improve your skill 
at organizing information. 
What is the name of this group? 
• 
oD 
(2) Name two ways they are different. 
(3) 
(a) 
(b) 
Squares 
Small 
* Sample exercise adapted from Robert A. Carman and W. Royce Adams, Jr., Study 
Skills: A Student's Guide for Survival (Toronto: John '·X'iley and Sons, 1972), 
pp. 19-27. 
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By arranging the words in this logical way you have constructed a 
concept tree. 
The set of squares in (1) has been divided into two groups. In one 
group are all the small squares and in the other group are all the 
large ones. 
Fill in the concept tree belo'N with these words: Top, Legs, 
Table 
(4) For many purposes it may be more convenient to put a concept 
tree into the form of an outline. For example, the tree 
Females 
People 
Males 
is equivalent to: 
lo People 
A. Females 
B. Males 
(5) \Vrite an outline equivalent to each of the following: 
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Cover I. 
(a) Book A. 
Pages B. 
(b) Knife, Fork, 
Eating Tools, Spoon I. 
A. 
B. 
c. 
2. Once this concept has been taught using simple, concrete examples such as 
those shown above, activities could be developed using vocabulary and ideas 
from the content areas. 
Students could make a concept tree, and then an outline for each of the 
following: 
• operations in mathematics (addition, substraction, multiplication, 
division); 
• types of sentences (simple, compound, complex); 
• parts of a textbook (table of contents, index, glossary); 
• systerns of government; 
• equipment used in a science lab; 
• living things. 
Reducing Sentences Through Word Omissions 
Introduce the concept of sentences containing both content words (mainly nouns, 
verbs, adjectives, adverbs) and function words (articles, verb to be, prepositions). 
Have the students practice deleting function words from sentences while still 
maintaining the main idea. Later the students could try reconstructing the 
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sentences in which form words have been deleted. Making and decoding telegram 
~essages would be an enjoyable way to practise this skill. 
Using Abbreviations and Short Forms of Words and Symbols 
Introduce the students to common note-making abbreviations, symbols and me-
thods of shortening words. Have the students keep a page in their notebooks on 
which they can add new abbreviations and symbols as they find them. Develop 
exercises in which abbreviations and symbols are substituted for the full form of 
common words and vice versa. 
1. Have the students fill in numbers or rnixed numbers and words (e.g., 13 mil-
lion) as part of a dictation exercise. 
2. Have the students transpose word forms into symbols and vice versa. 
Paraphasing and Summarizing Information 
1. Have the students read individual sentences and rewrite them using simpler 
language. 
2. Have the students listen to individual sentences and express the ideas in 
their own words. 
3. Have the students read a passage and then paraphrase the ideas (precis wri-
ting). 
'""· Have the students summarize the main idea of a written or oral passage in 
one or two sentences. 
Point-Form Notes 
1. Beginning Level 
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To introduce the students to point-form notes using written material, give 
them an example of a passage and accompanying notes in full sentence 
form. Then have the students use the above-mentioned subskills to rewrite 
the notes in point form. Finally, without referring to the original text or 
sentence notes, have the students read their notes to a partner or small 
group, making complete sentences f ram the point-farm notes. 
2. Advanced Level 
To have the students apply the skill of taking point-form notes to an oral or 
taped presentation, speak from a set of point-form notes. Have the students 
take notes in point form during the presentation. Following the presenta-
tion, have the students compare their notes to those used by the teacher. 
3. To make notes from a written passage, have the students skim a passage, 
circle the key words and underline the main ideas. Then, for each paragraph 
have them note the main idea and supporting details. Finally, have the sttJ-
dents make an outline from their notes. 
4. The following examples present activities which combine listening compre-
hension skills with the note-making skill of outlining.* 
These examples are all at an advanced level of difficulty because of the 
content, but they are arranged according to the usual sequence of skill deve-
lopment. 
Example 1: Listening to Dictation Followed by True/False Questions 
This exercise relates the spoken word to the written word in the mind of the 
student. The teacher dictates a number of sentences, and the students are 
given comprehension true/false questions based on the dictation. They must 
* Adapted from Stanley A. Otto, "Listening for Note-Taking in ESL", TESOL 
Quarterly 13(3), September 1979, pp. 319-28. 
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ans\ver these questions fro,, their dictated notes, without seeing the original 
rnaterial. 
Example 2: ~ini-Lecture Followed by a Cloze Exercise 
In this exercise students must concentrate on certain words and phrases in 
order to write them down. Students are given a cloze version of a mini-
lecture. While the mini-lecture is being presented orally to the students, 
they are required to fill in the missing elements. Deleted words are 1nainly 
content words or signal words or phrases. The mini-lecture is followed by 
rnultiple choice questions keyed to the missing elements in the cloze. 
Example 3: \iiini-Lecture Followed by a Note-Taking Fill-In Exercise 
This exercise introduces the student to taking notes in outline farm f ram an 
. 
oral presentation. \Vhile the students listen to an oral presentation, they 
must fill in key words or phrases in an incomplete outline. This is fallowed 
by comprehension questions to be answered with reference to the notes. 
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